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ABSTRACT 
 
TEACHERS' PRACTICES AND PERCEPTIONS REGARDING LISTENING 
STRATEGIES, AND PERCEPTIONS OF DIFFICULTIES LIKELY TO ARISE 
IN ENGLISH LISTENING COMPREHENSION LESSONS 
 
 
Yükselci, Sema 
 
M.A., Department of Teaching English as a Foreign Language 
 
Supervisor: Assoc. Prof. Fredricka L. Stoller 
 
Co-Supervisor: Dr. Bill Snyder 
 
Committee Member: Dr. Necmi Akşit 
 
July 2003 
 
 
 
Students at English-medium universities (EMUs) in Turkey need to 
develop strategic listening abilities to prepare for English-medium content 
instruction. Listening strategies need to be taught because they help learners deal 
with incoming speech, particularly when comprehension is not complete. This 
study aimed to explore the extent to which teacher participants (a) incorporate 
listening strategies into teaching listening (b) perceive listening strategies as 
useful, and (c) encounter difficulties with listening lessons in English preparatory 
programs of Turkish EMUs. To this end, a questionnaire was devised. One 
hundred and twenty five participants from nine universities participated in the 
study. Data collected through the questionnaire were analyzed using the Statistical 
Packages for Social Sciences (SPSS, Version 10.0). Frequencies, percentages, and 
one-way Chi-square values were calculated to analyze the questionnaire items. 
Open-ended responses were analyzed by clustering the data. 
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Results reveal that while at least two thirds of listening strategies 
commonly mentioned in the literature are taught commonly, there is a lack of 
emphasis on social and cognitive listening strategies. The results also reveal that 
teachers face problems because of (a) the difficulty of listening materials for 
students, (b) dependence on ready-made materials, and (c) a need for a richer 
repertoire of listening activities. 
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ÖZET 
 
ÖĞRETMENLERİN DİNLEME STRATEJİLERİ HAKKINDAKİ 
UYGULAMALARI VE GÖRÜŞLERİ VE İNGİLİZCE DİNLEME 
DERSLERİNDE ORTAYA ÇIKABİLECEK OLASI GÜÇLÜKLERE İLİŞKİN 
GÖRÜŞLERİ 
 
Yüksek Lisans, Yabancı Dil Olarak İngilizce Öğretimi 
Tez Yöneticisi: Doç. Dr. Fredricka L. Stoller 
Ortak Tez Yöneticisi: Dr. Bill Snyder 
Komite Üyesi: Dr. Necmi Akşit 
 
 
Türkiye’deki eğitim dili İngilizce olan üniversitelerdeki (EDİOÜ) 
öğrencilerin eğitimin İngilizce verildiği bölüm derslerine hazırlanabilmek için 
stratejik dinleme becerileri geliştirmeleri gereklidir. Dinleme stratejileri, 
öğrencilerin, özellikle anlamanın yeterli olmadığı durumlarda konuşma 
girdileriyle başa çıkabilmesini yardımcı olduğu için öğretilmelidir. Bu araştırma 
öğretmen olan katılımcıların ne düzeyde (a) dinleme stratejilerini dinleme 
öğretimine dahil ettiklerini (b) dinleme stratejilerini yararlı gördüklerini ve (c) 
Türkiye’deki EDİOÜ’lerin İngilizce hazırlık programlarında dinleme derslerinde 
güçlüklerle karşılaştıklarını incelemeyi amaçlamaktadır. Bu amaca yönelik olarak 
bir anket tasarlandı. Araştırma dokuz üniversiteden yüz yirmi beş katılımcı 
üzerinde yapıldı. Anketlerden elde edilen veriler, Statistical Packages for Social 
Sciences (SPSS, Version 10.0) paket programı kullanılarak analiz edildi. Anket 
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maddelerini analiz etmek üzere frekanslar, yüzdeler ve Ki-kare değerleri 
hesaplandı. Açık uçlu yanıtlar, verilerin gruplandırılması yoluyla analiz edildi. 
Sonuçlar, literatürde sıkça bahsedilen dinleme stratejilerinin en az üçte 
ikisinin yaygın biçimde öğretilirken toplumsal ve bilişsel dinleme stratejilerine 
vurgu yapılmadığını göstermektedir. Ayrıca öğretmenlerin (a) öğrencilere yönelik 
dinleme materyallerinin zorluk düzeyi, (b) hazır materyallere bağımlılık ve (c) 
daha zengin bir dinleme aktiviteleri repertuarına duyulan ihtiyaç yüzünden 
sorunlarla karşılaştığı da gözlenmiştir. 
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CHAPTER I: INTRODUCTION 
The importance of English, as a lingua-franca (Hutchinson & Waters, 1996), 
has probably created an impetus for the foundation of English-medium 
universities (EMUs) in countries “where there is no prima facie internal need for 
the language, but where English is being adopted as a part of the 
internationalization of academic studies” (Flowerdew, 1994, p. 1). In these 
English-medium universities, listening is one of the major learning channels since 
lectures constitute an important teaching and learning activity in higher education 
(Benson, 1994). At the same time, some scholars emphasize the role of listening 
as a source for second-language acquisition (SLA) (Peterson, 2001; Rost, 2002). 
In spite of the importance of listening, both as a source for SLA and for learning 
content in academic settings, there seems to be relatively little research that 
examines various aspects of academic listening, in general (Ferris, 1998) or  in 
Turkey, more specifically. 
In Turkey, the number of English-medium universities has grown rapidly in 
the past ten years. In the English-medium universities of Turkey, students have to 
succeed on a widely accepted proficiency exam, such as the TOEFL or in-house 
proficiency exams, before they begin their studies in their major departments. 
Students who fail to reach the mandated level of language proficiency have to 
attend at least one-year of intensive English courses at their universities. Then, 
these students take the required proficiency exams again in order to gain entrance 
to their major departments. To respond to the needs of these students, these one-
year preparation courses aim to prepare students for English-medium content 
instruction and for the ‘gate-keeping’ exam. Since one year is not a long time for 
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language learning, the year-long curriculum needs to be designed carefully to 
prepare students for the many demands of discipline-specific courses taught in 
English. 
Given the shortness of the duration of these preparatory courses and the 
importance of listening instruction in English-medium universities, it is a must to 
develop strategic listeners for English-medium universities of Turkey. To be able 
to develop strategic listeners, we need to teach students listening strategies and 
show them how to utilize them efficiently and flexibly. Whether listening 
comprehension strategies are consciously taught or not at English-medium 
universities of Turkey is unknown. This study aims to explore the extent to which 
listening strategies are incorporated into teaching listening in the English 
preparatory programs of English-medium universities in Turkey. To this end, the 
reports of firsthand sources, namely those of English instructors, will be 
employed. The perceptions of English instructors toward teaching listening, in 
general, and toward listening strategies, more specifically, will be explored. The 
extent to which listening strategies are taught, and the particular difficulties 
instructors face pertaining to listening comprehension classes will be surveyed. 
Background of the Study 
 Although English is both the language of university lectures at English-
medium universities and the language of most international conferences and 
seminars worldwide, researchers have not paid sufficient attention to the nature of 
academic listening (Ferris, 1998). Indeed, scholars mention a general neglect of 
listening until the 1980s; they also add that listening has been considered as a 
primary vehicle for language learning only since the 1980s (Nunan, 2002; Rost, 
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1990). From another perspective, as McDonough and Shaw (1993) put it, the 
importance of a particular skill in L2 learning depends on the goals and objectives 
of the particular program. In the case of English-medium universities in foreign 
language (FL) settings, it is obvious that the comprehension of spoken discourse 
is important in the acquisition, dissemination, and exchange of academic 
knowledge (Long & Richards, 1994). 
Like other areas of teaching and learning languages, research has led to 
some changes in teaching listening comprehension as a component of teaching 
English as a foreign language (TEFL) (Field, 2002). There is a growing interest in 
strategy-based instruction of the four skills, especially the receptive skills, reading 
and listening. Field (2002) complains that although theories tend to favor strategy-
based instruction of listening comprehension, teachers in general still tend to test 
listening rather than teach it. Field adds that practicing a great deal of listening 
should be supported by teaching learners “how to listen.”  
Some research has revealed that strategy-based instruction for second 
language (L2) listening comprehension has benefits for the learner (O’Malley et 
al., 1985b; Thompson & Rubin, as cited by Chamot, 1995). Research has also 
shown that good listeners use a wide variety of strategies (Goh, 1998; O’Malley, 
Chamot, & Küpper, 1989). Some scholars such as Mendelsohn (1994), Chamot 
(1995), Rubin (1995), and Oxford (1990) agree that it is helpful to listeners to be 
trained in listening strategies. Listening strategies help listeners to tackle difficult 
listening tasks in real life situations. Despite the agreed upon importance of 
strategy training, incorporating learning strategies into a language course requires 
changes in course design (Chamot, 1995; Field, 2002; Mendelsohn, 1994; Rost, 
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2002; Rubin, 1995). Scholars emphasize that strategy training should be 
integrated into listening classes; yet, learners should not be deprived of a great 
deal of listening practice at the expense of teaching strategies. 
Although research shows that teaching learners listening comprehension 
strategies is helpful and incorporating strategy instruction into language courses 
requires some changes in the design of the particular course, it is unknown what 
English instructors in Turkey think about listening comprehension strategies and 
whether they address those strategies in the classroom or not. Teachers’ attitudes 
toward teaching L2 listening comprehension and the difficulties they face while 
teaching it are also unknown.  
Statement of the Problem 
Rost (1991) suggests that listening is an active process that requires explicit 
attention in language learning and teaching. Newly discovered features of 
listening comprehension, such as its being an active process, require the teacher to 
develop a comprehensive understanding of L2 listening and students’ listening 
development. At the same time, teachers should develop skills that allow them to 
become active instructors of listening strategies. Some scholars point out the need 
for teachers to help language learners to become aware of the strategies that they 
employ in their first language (L1) and then to transfer these strategies to the L2 
(Chamot, 1995; Goh, 1998; Mendelsohn, 1994; Rubin, 1995). Chamot (1995) 
refers to the need for strategy training in L2 listening comprehension and suggests 
some activities for teachers to apply in listening comprehension lessons (see also 
Buck, 1995). 
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The need for explicit strategy training reveals, once more, that the teacher is 
a key factor in language teaching. As Richards (1996) states, teachers should be at 
the core of language teaching studies, allowing for the exploration of teaching 
from the inside. Although it is recognized that the teacher is the key factor in 
teaching processes, there are few studies on teacher practices in general. There is 
some research on listening strategies and their usage by Turkish students who 
learn English in an EFL context (Cinemre, 1991; Özbilgin, 1993), but there are 
not any studies that have aimed at finding out teachers’ opinions about listening 
strategies and the extent to which they train their students in listening strategies in 
Turkish English-medium universities. The perceptions of these English 
instructors, which are known to have important effects on any teaching process 
(Graves, 2000; Richards, 1996), toward teaching listening are also unknown. 
The attitudes of instructors toward teaching listening may, to some extent, 
result from the particular difficulties that they face while teaching listening 
comprehension. Their attitudes might also be linked to the student difficulties in 
L2 listening comprehension revealed in the literature (Goh, 1998; Rost, 2002). 
These student difficulties might result in challenges for teachers while teaching 
L2 listening comprehension. The difficulties that the teachers encounter while 
teaching L2 listening comprehension in English-medium universities in Turkey is 
unknown as well. Therefore, there is obviously a lack of research related to the 
teaching of L2 listening comprehension in English-medium universities of 
Turkey, settings in which listening comprehension comprises an important part of 
teaching and learning processes in general. There is a need for research to bring 
the unknown aspects of listening classes, including the practices employed, in 
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English-medium universities to light so that further research can be built on this 
knowledge. Also, the results of the study will pave the way to curriculum renewal, 
new course design, and materials development to address students’ needs more 
thoroughly in EMUs in Turkey. 
Research Questions 
This study will address the following research questions: 
1) To what extent do the English instructors working in Turkish English    
medium universities teach L2 listening comprehension strategies? 
2) How do the English instructors working in Turkish English-medium 
universities perceive L2 listening strategies? 
3) What difficulties do the English instructors working in Turkish English-
medium universities face in L2 listening comprehension lessons? 
Significance of the Study 
Rost (2002) suggests that listening strategies enable learners to complete 
tasks which are above their current processing abilities. When extending their 
capacities to complete such tasks, students learn more as well as become more 
motivated. Thus, we may conclude that students of Turkish EMUs, who may 
attend lectures in their major departments only after attending one-year intensive 
English courses, need to utilize listening strategies to comprehend lectures given 
in English. In this vein, it is important that teachers encourage learners to be as 
strategic as possible while achieving their language learning goals (Candlin & 
Mercer, 2000, as cited by Rost, 2002). In addition, teachers’ perceptions about 
how language teaching should be implemented need to be understood (Richards, 
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1996). Graves (2000) mentions that the processes of teaching and learning are 
directly related to beliefs, attitudes, and perceptions of teachers and learners.  
This study surveys teachers' practices and perceptions regarding listening 
strategies, and their perceptions of difficulties likely to arise in English listening 
comprehension lessons. Thus, this study explores a combination of two important 
concepts, namely listening strategies and teachers’ perceptions. The results of the 
study are meant to show the extent to which listening strategies are taught in 
Turkish EMUs. The results of this study provide those teachers teaching L2 
listening comprehension in English-medium universities in Turkey with 
knowledge that they can reflect on. As the most obvious beneficiaries, they can 
compare their practices with the results of this study and revise their practices to 
meet their students’ listening needs better. Thus, while those involved in teaching 
listening comprehension in English-medium universities in Turkey are the ones 
who will benefit most from this study, others will also benefit from the study. For 
example, researchers who want to improve the teaching of L2 listening 
comprehension in Turkey can build new studies on this research.  
Keeping the importance of teaching listening strategies in mind, finding out 
whether these strategies are already being taught or not is essential for teacher 
trainers as well. Teacher trainers in undergraduate and graduate programs, in 
addition to curriculum developers and material developers in preparatory 
programs, will also benefit from the results of the study by being able to see what 
needs to be included in or excluded from curricula or materials. Educational 
theorists and teacher trainers may gain insights from the actual practices of 
instructors that will be revealed by this study by being able to see the perceptions, 
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practices, and difficulties of English instructors working in English-medium 
universities in Turkey. Therefore, they can compare the similarities and 
differences between theory and practice and they can question the reasons for 
these differences.  
Coordinators and administrators of preparatory programs will gain insights 
into the perceptions, practices, and difficulties of their instructors. Furthermore, 
program administrators will understand the difficulties that teachers encounter in 
L2 listening comprehension lessons. With this background, program 
administrators will be able to enhance the positive aspects of listening instruction 
in their programs and find solutions to the problems. 
Furthermore, systematic studies which observe, analyze, and evaluate what 
actually takes place in classrooms are necessary to be able to establish principles 
for effective language teaching and learning (Candlin & Mercer, 2000, as cited by 
Rost, 2002). Also, the specific focus on listening texts, listening tasks, listening 
strategies in actual learning contexts has improved the methodology for teaching 
listening (Rost, 2002). It is hoped that this study will provide a basis for a chain of 
systematic studies concerning listening comprehension instruction in Turkey, 
particularly teaching listening in the preparatory classes of EMUs in Turkey, thus 
triggering the establishment of sound methodologies for teaching listening 
comprehension in Turkish EMUs. 
Key Terminology 
The following key terms, used frequently in this thesis, are defined below: 
Listening strategies: “Listening strategies are conscious plans to deal with 
incoming speech, particularly when the listener knows he or she must compensate 
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for incomplete input or partial understanding” (Rost, 2001, p. 10). They are 
generally divided into three broad categories as cognitive, metacognitive, and 
social and affective strategies. 
 Listening:  “The mental process of constructing meaning from spoken 
input” (Rost, 2002, p. 279). Listening is divided into three interrelated processes: 
perceptual processing, parsing, and utilization (Anderson, as cited by O’Malley & 
Chamot, 1990). In perceptual processing, the listener focuses attention on the 
sounds. In parsing, words and messages are used to construct meaningful mental 
representations. The third phase, utilization, consists of relating a mental 
representation of the text meaning to background knowledge. Thus, the 
information presented is stored in the memory. 
Learning strategies: Learning strategies are “specified actions taken by the 
learner to make learning easier, faster, more enjoyable, more self-directed, and 
more transferable to new situations” (Oxford, 1990, p. 8). Rost (2002) defines a 
learning strategy as “a mental or behavioral device that a learner employs for the 
purpose of long-term learning” (p. 278). 
  10 
CHAPTER 2: REVIEW OF LITERATURE 
Introduction 
Although listening is the most widely used language skill, many scholars 
complain that it has long been neglected and not treated as a separate skill until 
recent decades (Field, 2002; Morley 2001; Nunan, 2002; Rubin, 1995). From a 
more narrow, institutionalized point of view, the importance of teaching listening 
comprehension depends on the aims of each language program. Listening 
comprehension could, for example, be taught for exposure to the sounds of 
English, for interaction with speakers of English, or for listening to lectures in 
English (McDonough & Shaw, 1993). Because listening to lectures is one of the 
major learning channels in English-medium universities (Benson, 1994), it should 
be the focus of instruction in programs preparing students for such academic 
endeavors.  
The role of listening as a source for second-language acquisition (SLA) is 
also important (Peterson, 2001; Rost, 2002). Listening provides easily processable 
input for all levels of second language learning (Peterson, 2001; Rost, 2002). 
Beginners, even young learners who cannot read and write well, can establish a 
foundation for productive skills by listening. At intermediate and advanced levels, 
students can increase structural accuracy and vocabulary knowledge by listening. 
Thus, it is emphasized that listening is the primary channel for language 
acquisition. Therefore, the development of listening as a skill is important in 
second language learning. 
In spite of the importance of listening, both as a source for SLA and for 
learning content in academic settings, there seems to be relatively little research 
  11 
which examines the nature of academic listening (Ferris, 1998). Nonetheless, this 
chapter will synthesize the literature on the process of listening comprehension, 
the teaching of listening comprehension, listening comprehension strategies, 
language learning strategy research, and the instruction of listening strategies. 
Listening Comprehension 
Listening has been characterized as a complex process that allows us to 
understand spoken language (Rost, 2001). In order to understand the complexity 
of listening, one must examine the process of listening comprehension, including 
the types of knowledge involved in listening, bottom-up and top-down processing 
views of listening comprehension, interactional and transactional functions of 
language use, and the nature of real-life listening.  
The Process of Listening Comprehension 
Listening comprehension has begun to be seen as an active process rather 
than a passive process because “listeners actively process and interpret 
information” (Mendelsohn, 1995; p. 133).  The listener not only receives the 
meaning but also recreates it (Rost, 1990). O’Malley and Chamot (1990) point out 
the mental processes involved in listening. They maintain that there is a cognitive 
theory which underlies the processes involved in listening, a theory which was 
first presented by Anderson (as cited by O’Malley & Chamot, 1990). This 
cognitive theory views language comprehension as a complex process in which 
learners construct meaning from input. Anderson proposes that comprehension of 
aural and written texts are similar in nature. He then differentiates comprehension 
into three interrelated processes: perceptual processing, parsing, and utilization. 
In perceptual processing, the listener focuses attention on the oral 
text and the sounds are retained in echoic memory. In parsing, 
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words and messages are used to construct meaningful mental 
representations by forming propositonal representations that are 
abstractions of the original message. The size of the unit or 
segment (or chunk) of information processed depends on the 
learner’s knowledge of the language, general knowledge of the 
topic, and how the information is processed. The third phase, 
utilization, consists of relating a mental representation of the text 
meaning to existing knowledge, thereby enhancing comprehension 
and, most likely, retention of the information presented (p. 130).  
 
 Listening comprehension can also be characterized by the types of 
knowledge involved. Chamot (1995) explains the types of knowledge employed 
during language comprehension as declarative knowledge and procedural 
knowledge. Declarative knowledge includes concepts, vocabulary, and images. 
Declarative knowledge is stored in the form of propositions and schematic 
networks. On the other hand, procedural knowledge, which includes both physical 
and cognitive skills and strategies, is stored as production systems. Chamot’s 
depiction of language comprehension illustrates the interaction between the two 
types of knowledge via listening: ”Listening is a procedural skill, which can be 
used to acquire new declarative knowledge” (p. 16). She points out that 
procedural knowledge underlies cognitive skills; thus, cognitive skills need 
substantial practice in order to move from controlled to automatic processing.  
Rost (2002) explains declarative knowledge as the ‘what’ of language 
learning, involving internalized rules and chunks of language (including 
vocabulary, syntactic structures, and discourse structures). He states that 
procedural knowledge, in contrast, consists of knowing ‘how’ to employ language 
knowledge, for comprehension and for production. Rost (2002) rank orders the 
goals of listening comprehension, emphasizing that to achieve first-order goals, 
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the learners must achieve the lower-order goals at least to some extent. His 
ranking of the goals of listening comprehension is outlined in Table 2.1. 
Table 2.1  
Goals of Listening Comprehension (based on Rost, 2002) 
 
Hierarchy of 
Listening Goals 
Listening Goals 
First-order goal   Respond to relevant aspects of what is heard 
Second-order goals  Establish appropriate connection with speaker or 
content 
 
Activate relevant knowledge to understand speaker 
and topic 
 
Understand social meaning of input (including 
speaker’s intentions) 
Third-order goals Understand gist of input 
Understand cohesion between utterances 
Understand words and structures 
Understand pragmatic conventions 
Lower-order goal Understand sounds speaker uses 
 
Although almost two decades apart from one another, Buck (2001) and Ur 
(1984) identify two different types of knowledge which are involved in listening: 
(a) linguistic knowledge, which includes the knowledge of phonology, lexis, 
syntax, semantics and discourse structure; and (b) non-linguistic knowledge, 
which includes knowledge about the topic, context, and general world knowledge. 
Two views, specifically a bottom-up view and top-down view, illustrate the 
application of these two types of knowledge to listening. 
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Bottom-up and Top-down Views 
There are two main information processing views of listening 
comprehension. The bottom-up view of listening assumes that language 
processing occurs in a definite order, starting with the smallest meaning-carrying 
units continuing with the higher stages of linguistic-meaning construction (Buck, 
2001). From the bottom-up perspective, “the received message is analyzed at 
successive levels of organization –sounds, words, clauses, and sentences– until 
the intended message is arrived at” (Richards, 1990, p. 50). Richards (1990) 
illustrates the bottom-up process with examples of scanning input to identify 
familiar lexical items, segmenting the stream of speech into constituents, using 
phonological clues to identify the information focus in an utterance, and using 
grammatical clues to organize input into constituents. Buck (2001), however, 
states that a bottom-up processing view does not reflect the real nature of 
language comprehension since “it is possible to understand the meaning of a word 
before decoding its sounds” (p. 2), as in a top-down processing view. Similarly, 
different types of knowledge involved in comprehension may not occur in a linear 
fashion; rather they may occur simultaneously in any combination. Therefore, as 
well as syntactic knowledge, knowledge about the content or context and general 
world knowledge may affect the process of interpreting meaning. Native speakers 
may not necessarily hear and decode all the sounds uttered, either. In which case, 
they decode meaning by employing their non-linguistic or contextual knowledge. 
Buck (2001) exemplifies this with a parting situation. When parting with a friend, 
if s/he says something that we cannot hear, waving at the same time, we may not 
even bother to listen since the contextual knowledge clarifies that the speaker is 
  15 
most probably saying ‘good-by’ or ‘see you later’ or whatever. In this sense, 
listening comprehension involves a top-down process. 
Indeed, in proficient listening, top-down and bottom-up processes interact. 
O’Malley and Chamot (1990) suggest that “top-down processing can involve 
attending to the overall meaning of phrases and sentences rather than their 
linguistic features, as would be involved in bottom-up processing” (p. 48). 
Richards (1990) maintains that beginning-level language learners depend heavily 
upon top-down processing. He explains the features of learners’ proficiency levels 
and their usage of bottom-up and top-down processes by means of Australian 
Adult Migrant Education Listening Proficiency descriptions. These descriptions 
depict learners across seven levels, demonstrating that along with growing 
proficiency, dependence on contextual clues decreases.  
Therefore, in fluent listening, the degree of bottom-up and top-down 
processing employed depends on other factors such as familiarity with the topic, 
background knowledge, and purposes for listening. Richards (1990) provides the 
example of a cook who is a proficient English learner or even a native speaker. An 
experienced cook, while listening to a recipe from the radio, depends more on top-
down processes, that is, his/her background knowledge, whereas a novice cook 
depends more on bottom-up processing, that is, linguistic clues. Besides the 
bottom-up and top-down processing views of listening comprehension, there are 
several other classifications of listening that are based on functions of language 
use.  
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Interactional and Transactional Functions of Language Use 
Brown and Yule (1983) make a distinction between interactional and 
transactional functions of language. They suggest that interactional functions of 
language work mostly upon conversation carried out for social interaction, more 
specifically, for establishing and maintaining social relationships. They also 
suggest that language used in interactional communication is listener oriented 
whereas transactional functions of language are message oriented. Transactional 
functions of language are employed to send information to listeners such as in the 
cases of lectures, descriptions, and instructions. Interactional and transactional 
functions of language also assign different roles to the listener.  
Rost (1990) divides the roles of listeners into four categories. First, the 
listener may be the ‘participant’ of a conversation where s/he is being addressed 
directly, with the equal right to take turns in the conversation. Secondly, the 
listener may be in the position of ‘addressee’ where s/he is being addressed 
directly, but does not have the equal right of turn taking, as in the example of 
lectures. Thirdly, the speaker may be an ‘auditor’ where s/he has very limited 
rights to respond, as in the case of people listening to announcements at an airport. 
Lastly, the listener may hold the role of ‘overhearer’ or ‘eavesdropper’, one who 
is not being spoken to directly and who has no rights to respond, as in the case of 
listening to a conversation of two people in nearby seats when traveling on a bus. 
Rost (2002) warns second language teachers that while trying to make use 
of real language in the classroom, there arises the danger of depreciating the role 
of listener as addressee. On the other hand, when there is not an emphasis on the 
use of authentic language in classroom, there may be the danger of 
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overemphasizing the use of transactional language, that is, the role of listener as 
addressee (Richards, 1990). In response to these issues, Richards (1990) suggests 
a four-part classification of listening processes as a framework for comparing 
different listening demands (see Figure 2.1). 
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Figure 2.1. Four-part classification of listening processes (from Richards, 1990, p.  
 
57). 
 
Richards (1990) illustrates this taxonomy with the following examples: 
1. Bottom-up and interactional: A partygoer, listening to a bad joke, who 
tries to find the point at which to laugh. 
2. Top-down and interactional: Cocktail party greeting. 
3. Bottom-up and transactional: Student taking first driving lesson. 
4. Top-down and transactional: Experienced air traveler listening to 
announcements. 
Richards (1990) points out that the kinds of exercises and listening activities used 
for teaching listening comprehension should reflect different processes and 
functions of listening in a balanced way: bottom-up (interactional and 
transactional) and top-down (interactional and transactional). 
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The Nature of Real-life Listening  
Buck (1995) emphasizes that a good teacher of listening comprehension 
should have knowledge about the nature of spoken language, the cognitive 
processing of spoken language, and ways of helping students to be better listeners. 
In addition, since the overall aim of second language (L2) listening 
comprehension practice is to develop individuals who can perform successfully in 
real-life listening situations (Ur, 1996), it is appropriate to explore the nature of 
spoken language at this point before discussing how the features of spoken 
language should be dealt with in language classrooms. 
Ur (1996) suggests that, in real life, we most often listen purposefully with 
expectations about the message apart from comprehension itself. In addition, each 
person has thousands of personal schemata (Rost, 2002). O’Malley and Chamot 
(1990) argue that “schemata consist of situation-specific knowledge about goals, 
participants and procedures in real-life situations” (p. 36). We also have 
“schemata representing the discourse organization of various genres and 
rhetorics” (p. 36). By means of these schemata, individuals develop expectations, 
predict what will occur next, and may fill in the gaps of meaning resulting from 
imperfect comprehension. It is important to activate these schemata for 
comprehension. As an example, listeners need to activate different schemata when 
listening to a lecture and when listening to a story.  
Ongoing listener response is another important characteristic of real-life 
listening. As outlined earlier (refer to Table 2.1), Rost (2002) ranks response as 
the first-order goal of listening. As Ur (1984) puts it, in many real-life situations, 
the listener is required to give either verbal or non-verbal responses. She adds that 
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in real life we usually see the speaker and the environment of the listening 
situation, which provides us with clues for comprehension. In addition, real-life 
informal language is produced in short chunks, has redundant utterances, includes 
incomprehensible noises, and is full of assimilations and elisions (Brown & Yule, 
1983; Buck, 2001; Ur, 1984). These features are not as prevalent in planned 
speech, such as lectures, as they are in unplanned spoken language. However, the 
fact that planned speech does not reflect the same features of informal language 
does not mean that understanding planned and formal spoken prose is easier than 
understanding informal conversation (Ur, 1984). These two types of language, 
which appear as two different broad genres, that is, formal and informal language, 
differ greatly from each other. Thus, it is necessary that foreign language learners 
be familiarized with the features of both so that they can activate the appropriate 
schemata when needed.  
Teaching Listening Comprehension 
 Knowing the features of listening, like any other skill, is an important 
factor for effective teaching; yet, it is not sufficient. In this section of the chapter, 
the role of listening materials in teaching listening comprehension, the stages of a 
typical L2 listening comprehension lesson, and some problems that are likely to 
occur while teaching target language listening comprehension will be discussed. 
Materials for Teaching Listening  
Listening materials used for L2 listening comprehension instruction should 
reflect the features of real-life spoken language, for example, by using everyday 
dialogues or listening texts extracted from radio and TV programs. Therefore, 
classroom materials need to be authentic and reflective of real-life listening 
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situations. When materials are not reflective of authentic language (e.g., 
recordings of a written text onto a tape), they hardly represent any real-life 
listening situations. Although listening to materials written to be read provides a 
certain type of exercise, that is, a formal-transactional speech exercise, it is not 
enough to prepare students to listen to real-life speech (Ur, 1984).  
Lectures, which are thought to be highly reflective of transactional speech 
(Brown & Yule, 1983), represent an important listening genre because they are 
also a part of real-life listening (Ur, as cited by Timson, 1996). Richards (as cited 
by Timson, 1996) also states that lectures should be considered an important 
component of language learning and thus should not be restricted to advanced 
learners.   
Field (2002) claims authentic materials can and should be used even with 
beginner learners. However, it is important to create a good balance between 
authentic and pedagogically-prepared listening materials because learners can 
only learn what is comprehensible to them, not what is incomprehensible to them 
(Ridgway, 2000). Using authentic materials does not necessarily mean using real-
life listening texts in the classroom. Teachers should adapt authentic texts in terms 
of cognitive load and task demand instead of just simplifying the language of the 
text (Field, 2002). Adapting texts might be as easy as not having students to 
respond to the all of physical task demands, such as listening and marking places 
on a map. Teachers of English as a foreign language should consider all of the 
characteristics of real-life speech and provide their students with exercises 
representing as many of its features as possible. 
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As Lam (2002) puts it, first of all, learners need to be made aware of the 
nature of real-life speech. They also need to be aware of time-creating devices 
(e.g., “um,” “urh,” and “eh”), facilitation devices (e.g., “you know,” “I mean,” and 
“well”), and compensation devices (e.g., redundant or repeated words, discourse 
markers, and other visual clues) inherent in spoken language. To this end, teachers 
need to devise awareness-raising exercises, such as comparing extracts of written 
and spoken texts, converting written texts to spoken texts or vice versa. After 
these consciousness-raising exercises, teachers can also provide students with 
skills-enabling exercises. These exercises may include having students identify 
these time-creating, facilitation, and compensation devices while listening to 
authentic listening texts, producing their own texts, and integrating listening with 
other skills, especially with speaking. 
 It is also important to inform learners about the various purposes for 
listening. As mentioned earlier, in real-life listening situations, people usually 
have an aim for listening beyond understanding what is being heard, such as 
finding out something; so, they expect to hear something relevant to their aims. 
Therefore, learners should be informed about what they are going to listen to. 
Such information, which is provided before instructional listening activities, helps 
learners activate relevant schemata and enhance anticipation (Ur, 1996). Setting a 
task before listening may also create a purpose that is similar to real-life aims.  
Pre-set tasks also enable the listener to listen selectively for specific 
information. Thus, instead of giving mere instructions to “listen and understand,” 
teachers can give instructions with more context such as “Now we are going to 
hear a husband and wife discussing their plans for the summer…. listen and find 
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out where the family is going for their summer holidays. Mark the places on your 
map” (Ur, 1996, p. 108). It is also appropriate to note that these activities do not 
need to be transactional; students can focus on interactional aspects, such as 
listening for tone of voice and for mood, etc. There may also be some listening 
situations where there is no clear purpose other than relaxation or entertainment, 
such as listening to stories and films. Such activities may still be motivating for 
learners.  
Another feature of real-life listening tasks is ongoing listener response. 
This feature should also be reflected in classroom listening activities. In real life, 
the listener usually responds to the speaker at different intervals throughout the 
task of listening, whereas in class, learners are usually required to respond to the 
text at the very end (Ur, 1996). Ongoing listener response also helps the listener to 
be active and motivated during listening.  
Teachers should also consider the difficulty level of tasks before using 
listening materials in the classroom since many of them may be too difficult to 
accomplish (Ur, 1996). The problematic aspects of listening materials are 
discussed, in more detail, in a later section of this literature review about problems 
likely to occur in listening lessons.  
Pre-, During-, and Post-Listening 
The general outline of an effective listening lesson is said to include three 
stages: pre-listening, listening, and post-listening. Field (2002) describes the 
standard format of a listening lesson as follows. The most suitable stage in which 
to provide students with background information is the pre-listening stage. This 
stage consists of teaching critical words and engaging students in pre-listening 
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activities. Field suggests that teachers encourage guessing the meanings of 
unknown words from context instead of teaching the critical words before 
listening, which was not a common practice in traditional classrooms. He does not 
mean that none of the key words should be taught; rather he urges teachers to be 
careful about finding a balance between teaching all of the critical words and not 
teaching any of them. He suggests not teaching more than three to four critical 
words. 
For pre-listening activities, teachers should aim to provide sufficient 
context to match the degree of contextualization that would be available in real 
life and to motivate students. The pre-listening stage is critical for activating 
personal schemata and engaging the students in the flow of the lesson. Teachers 
should be conscious about the length of time that they devote to the pre-listening 
stage, since there is a danger of shortening the time for actual listening practice if 
the pre-listening stage is too long. Tasks might also be employed before listening 
in order to provide a purpose for listening and a context for comprehension (Buck, 
1995). The provision of a purpose for listening enables learners to listen 
selectively as in real life. 
For the during-listening stage, Field (2002) distinguishes between 
extensive and intensive listening. Extensive listening can be defined as listening to 
a text without focusing on details and listening for pleasure, with the aim of 
understanding something worth hearing. In intensive listening, on the other hand, 
the listener aims to pick up detailed pieces of information (Rixon, 1986).  
Rost (1991) further divides listening into the types, which can take place 
in the during-listening stage:  
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1. Attentive listening has students listen and supply short responses to the 
speaker. 
2. Intensive listening focuses students’ attention on language forms. These 
activities require students to focus on specific contrasts of grammatical, 
lexical, or phonological forms in contexts. 
3. Selective listening helps learners to identify a purpose and to learn to 
attend to specific information provided in the text. 
4. Interactive listening provides learners with activities, which help them 
to assume active roles in the listening process, even when they are in the 
listener’s role. 
To be able to prepare students for these activities, teachers should make sure that 
the input of the activity matches the proficiency level of the students (Rost, 1991). 
To this end, teachers can make use of the ‘cognitive load’ principle (Brown, 
1995). Briefly, the cognitive load principle asserts that the more complex the 
number and distinguishability of (a) referents, (b) spatial, temporal and 
informational relations, and (c) causal and intentional inferences become, the 
more difficult the text becomes for learners to comprehend. 
It is important to prepare tasks for listening practice (Buck, 1995), 
particularly for the during-listening stage. Tasks should increase the degree of 
attention paid to meaning rather than form, thus ensuring that listening is a 
communicative information-gap activity. Common examples of during listening 
tasks include following instructions to fill in boxes or grids, completing drawings 
or diagrams, and participating in competitive quizzes while they listen to texts. 
When engaged in such tasks while listening to texts, learners do something with 
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the information they have. Tasks such as these act as models for real-life 
responses. Tasks should be simple, success oriented, and easy to respond to so 
that ongoing response during-listening is created as in real life (Ur, 1984).  
The during-listening stage is the most suitable stage for providing 
exposure to real-life listening. Mendelsohn (1995) states that there should be a lot 
of exposure to real listening in a good listening comprehension course. Therefore, 
for the during-listening stage, it is important that students practice a great deal of 
intensive and extensive listening. Students may listen to texts more than once to 
compensate for the lack of visual and environmental clues (Ur, 1984).  
The third stage of a listening lesson, the post-listening stage, may be where 
teachers highlight important functional language that students have been exposed 
to in the during-listening stage. Using listening as a way of reinforcing grammar 
might be one teaching technique, but it is not the only one. In the post-listening 
stage, the teacher can ask students to infer the meanings of new words from the 
context. Teachers may have students infer the meanings of the unknown words by 
writing the target words on the board, replaying or reading the sentences 
containing them, and asking the learners to work out their meanings. This stage 
should also include checking answers to listening comprehension activities (Field, 
2002). In addition, post-listening may be a good stage in which to integrate 
listening with other language skills.  
Apart from these three stages of a typical L2 listening lesson, the general 
tendency among teachers, which has been proven ineffective, is to test listening 
rather than teach it. What happens in such settings is that teachers only have the 
students listen to the passage and ask them to answer comprehension questions 
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(Ur, 1984). However instruction should be task-based, not question-based (Maley 
& Moulding, as cited by Morley, 1995) since question-based activities do not 
allow learners to use the information in a meaningful way (Morley, 1995). In 
addition, listening to the text and answering comprehension questions represents 
only a limited example of non-interactive, one-way listening. Therefore, this type 
of listening exercise may only be appropriate for “low-level listening-and-
responding- behavior, at a discrete-point “bottom-up” level of cognitive 
processing” (Morley, 1995). Field (2002) suggests a balanced approach to this 
issue. He suggests that it is not inappropriate to assess the amount of 
understanding that has been achieved, but that teachers often use the results of the 
exercises which are checked in the classroom incorrectly. Teachers should adopt a 
view of wrong answers as identifiers of students’ listening difficulties (Field, 
2002). When teachers acknowledge the difficulties that students face, they can 
provide them with micro-listening exercises to help them overcome these 
difficulties. Teachers can make use of the listening-skill taxonomies offered by 
Richards (1983) and exercises to practice these sub-skills (Peterson, 2001; Rost, 
1990; Ur 1984). It should also be borne in mind that learners need class exercises 
for both bottom-up and top-down processing goals at every proficiency level 
(Peterson, 2001).  
Problems Likely to Occur While Teaching Listening  
Although listening comprehension difficulties of second language learners 
are mentioned many times in the listening comprehension literature (Brown, 
1995; Higgins, 1996; Lonsdale, 1996; McNeill, 1996; Thompson, 1995; Ur, 
1996), only a few writers mention the difficulties that teachers face. These 
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teacher-difficulties may arise either as a result of learner difficulties or as a result 
of other aspects of listening comprehension. Ur (1996) is one of the writers who 
discusses the difficulties of teaching listening comprehension.  
Ur separates the difficulties of teaching L2 listening comprehension into 
three groups: practical problems related to listening texts, practical problems 
related to listening tasks, and problems related to ongoing listener response. 
Problems related to listening texts that are used for teaching L2 listening 
comprehension might arise from the person who reads or improvises them. If the 
texts are ready-made, they may not meet particular student needs. In addition, if 
the teacher is not a native speaker of English, he or she may not model real-life 
spoken language completely. Yet, many teachers, even if they are competent 
enough to model target language speech, feel unconfident about providing a good 
enough model for their students to listen to. Also, there is a danger of exposing 
learners only to the voice of the teacher, thus depriving them of the chance to hear 
different voices and accents. As a result of these problems of non-native teachers 
of English, many teachers rely on tape-recordings, or they read aloud the texts 
written to be read. Ur (1996) maintains that many non-native teachers of English 
are indeed capable of modeling L2 spoken language. However, they are distressed 
about speaking in the L2.  
Other problems with listening materials may arise. A problem with most 
listening materials seems to be their being tape-recorded since they do not include 
the visual elements which are present in most real-life listening situations. They 
also fall short of providing sufficient direct speaker-listener interaction which 
takes place in most real-life listening situations. To compensate for these missing 
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features, teachers may employ video for the teaching of listening comprehension, 
they may act out the listening texts in the classroom, or they may have students 
act them out. 
A single exposure to listening texts may also be problematic. Based on the 
fact that most of the time listeners hear real-life speech only once, teachers might 
provide students with a single exposure to the listening texts. However, having the 
learners listen to the text only once means depriving them of the chance for 
further practice and better performance.   
To reflect the features of real-life listening in the classroom is a difficult 
goal to achieve. In real life, the listener usually has a purpose and expectations in 
mind before listening. The best way to solve this dilemma and transport these 
features into the classroom might be assigning tasks before listening, as 
mentioned earlier in discussions of pre, during, and post listening instruction. 
Listening tasks, which require students to draw or mark a picture, diagram, map, 
or even a written text, are examples of tasks. Tasks such as these may help 
learners to succeed as well as increase learner interest and motivation. Ellis (2003) 
categorizes listening tasks as reciprocal and non-reciprocal in terms of the 
opportunity provided to the learner to interact. Ellis exemplifies the non-
reciprocal tasks with two types of listening tasks, namely listen-and-do tasks and 
academic listening tasks. For example, academic tasks require learners to show 
their understanding by taking notes, another real-life task (Ur, as cited by Timson, 
1996). 
Tasks, particularly those with a visual focus, provide a solution to the 
problematic issue of setting a purpose or expectations about listening texts. What 
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is problematic about setting a purpose or expectations is that teachers generally 
tend not to give hints before listening since they want their students to 
comprehend the text with the help of their general world knowledge. Therefore, 
teachers should pay attention to setting a purpose before listening either by 
assigning pre-set tasks or using other techniques (e.g., asking preview questions or 
providing extra visual materials, Oxford, 1990). Or they should ensure that the 
activity is still interesting enough for listening (e.g., listening to stories or 
watching films) even without a pre-set task other than comprehension itself.  
As mentioned earlier, another feature of real-life listening is that it 
involves a great deal of naturally occurring responses (Ur, 1996). In the 
classroom, however, it is impractical to hear and monitor the responses of the 
class together. Thus, most classroom responses to listening texts occur in the form 
of physical actions or movements, like writing down the answers, or drawing 
pictures. The tasks may be more difficult for listeners to achieve if the listening 
material includes too many physical responses. Learners may feel frustrated and 
unconfident about listening comprehension even if they understand the texts 
almost completely. Teachers may avoid the failure caused by texts that are 
overloaded in terms of the physical response they require from the learners. 
Teachers may do the exercises themselves before the class and adapt the tasks if 
necessary. 
One solution to the difficulties associated with teaching listening may be 
to focus on developing strategic listeners (Mendelsohn, 1995; Rubin, 1995). 
Students need to be made aware of how strategic listeners act when understanding 
is imperfect. Teachers can model listening strategies by, for example, having their 
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students write down the words they understand; make inferences about these 
words; listen again and revise their inferences; then check them against what the 
speaker says next. The importance of strategy instruction is developed further in 
the next section. 
Listening Comprehension Strategies 
Learning strategies, in general, help second language learners tackle 
learning difficulties (Mendelsohn, 1995). It is generally thought that these 
strategies should be taught systematically in second language classrooms. To 
understand the role of listening comprehension strategies, it is useful to begin by 
examining the concept of language learning strategy, including its definitions and 
types, as distinguished by several scholars. Listening strategies, more specifically, 
will be scrutinized by examining how direct and indirect learning strategies can be 
applied to listening. Then, language learning strategy research will be summarized 
to illustrate the characteristics of good language learners and the influences of 
other factors on strategy choice. Lastly, instruction of listening strategies will be 
explored and strategy instruction models will be discussed.  
Language Learning Strategies 
Learning strategies are “specified actions taken by the learner to make 
learning easier, faster, more enjoyable, more self-directed, and more transferable 
to new situations” (Oxford, 1990, p. 8). Ellis (1994) emphasizes that Oxford’s 
definition of learning strategies is essentially behavioral and observable whereas 
learning strategies can also be conceived as both behavioral and mental. 
Weinstein and Mayer (as cited in Ellis, 1994) define learning strategies as “the 
behaviors and thoughts that a learner engages in during learning that are intended 
  31 
to influence the learner’s encoding process” (p. 531). Chamot’s definition of 
learning strategies is distinguished from other definitions by drawing attention to 
strategies being conscious and deliberate actions (Ellis, 1994). 
O’Malley and Chamot (1990) complain that most language-learning-
strategy definitions are not based on sound language acquisition theories. They 
ground their definition on Anderson’s information processing model of learning. 
In Anderson’s model, there are three stages of skill learning. The first stage is the 
cognitive stage, where the learner acquires declarative knowledge through 
conscious activities. The second stage is called the associative stage, where the 
learner connects new declarative knowledge with knowledge that he already 
possesses. Lastly, the skill becomes automatic when the learner uses the skill 
subconsciously.  
O’Malley and Chamot (1990) depict learning strategies as cognitive skills 
and differentiate them into three categories: 
1. Social affective strategies include cooperation with peers, questioning for 
clarification, self-talk, or use of mental control to assure oneself that a learning 
activity will be successful or to reduce task anxiety. 
2. Metacognitive strategies involve selective attention; planning the 
organization of discourse; monitoring attention, comprehension, or production; 
functioning on incoming information; and manipulating it to enhance learning. 
3. Cognitive strategies involve rehearsing or repeating heard input, 
organizing and mapping words, inferencing the meanings of unknown words, 
summarizing and synthesizing the incoming information, deducting meaning, 
using visual images for understanding or remembering new information, 
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transferring already possessed linguistic information to facilitate a new learning 
task, elaborating, and integrating new ideas with known information.  
Although these definitions of learning strategies vary, there are some 
general characteristics of learning strategies upon which most scholars agree. Ellis 
(1994) lists these general characteristics as follows: 
1. Strategies refer to both general approaches and specified actions 
or techniques used to learn an L2. 
2. Strategies are problem-oriented. 
3. Learners are generally aware of the strategies they use. 
4. Strategies involve both linguistic and non-linguistic behavior. 
5. Linguistic strategies can be performed in L1 and L2. 
6. Some strategies are behavioral while others are mental. 
7. In the main, strategies contribute indirectly to learning; however, 
some strategies may also contribute directly. 
8. Strategy use varies considerably as a result of both the kind of 
task the learner is engaged in and individual learner preferences (p. 
532-533). 
 
This general view of learning strategies does not capture the intricacies of 
listening comprehension strategies, which will be explained below. 
Listening Comprehension Strategies 
Listening comprehension is now recognized as an active skill which 
requires the listener to select and interpret the information they receive in terms of 
what they already know; listeners select the input which is important for them and 
use their background knowledge to decode the speakers’ intentions. Thus, 
“listening is the skill that makes the heaviest processing demands on language 
learners” (Rubin, 1995, p. 8). Therefore, any foreign language learner could 
benefit from listening strategy instruction. 
Oxford’s (1990) discussion of direct and indirect learning strategies and 
their applications to listening is of particular value for listening teachers. Oxford 
(1990) groups language learning strategies under two broad categories: direct and 
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indirect strategies. In her taxonomy, metacognitive strategies and affective and 
social strategies fall into the category of indirect strategies, which she claims 
support and manage language learning without directly involving the target 
language. On the other hand, direct strategies — which involve memory 
strategies, cognitive strategies, and compensation strategies — directly involve 
the target language. Most of the examples of listening strategies which are 
presented below are taken from Oxford (1990) since her source was unique in 
providing such concrete examples.  
Direct Learning Strategies and Their Application to Listening 
Direct learning strategies include memory strategies, cognitive strategies 
and compensation strategies. All of these strategies (see Table 2.2) can be applied 
to listening comprehension. 
Table 2.2  
Direct Language Learning Strategies (based on Oxford, 1990) 
 
Direct Language Learning Strategies 
Memory Strategies Cognitive Strategies Compensation Strategies 
1. Creating mental 
linkages 
2. Applying images and 
sounds 
3. Reviewing well 
4. Employing action 
1. Practicing 
2. Receiving and 
sending messages 
3. Analyzing and 
reasoning  
4. Creating structure 
for input and output 
1. Guessing intelligently 
2. Overcoming limitations 
in speaking and writing 
 
Applying memory strategies to listening. The two most important functions 
of memory strategies for listening are storage and retrieval of new information. 
Memory strategies involve creating mental linkages, applying images and sound, 
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reviewing well, and employing action. Creating mental linkages involves 
grouping, associating, and placing new words into a context. 
For grouping, the listener may classify what s/he hears into meaningful 
groups. For example, the learner writes down the new vocabulary items s/he 
hears, and then groups them in terms of one of their common aspects, such as 
their part of speech or relation of meaning, such synonyms and antonyms. 
Grouping may also involve other strategies (e.g., taking notes, paying attention, or 
semantic mapping). Associating or elaborating involves connecting new language 
information with familiar information which is already in memory. These 
connections that the listener makes between existing and new information 
strengthen comprehension and facilitate retrieval of information. For example, if a 
learner hears the word billboard, s/he may associate it with the previously learned 
word board; therefore she understands and remembers billboard more effectively.  
Placing new words into context is another memory strategy which involves 
using new words or expressions that have been heard into meaningful contexts. 
The listener may place the heard items into a spoken or written sentence as a 
helpful way to remember them. For example, when a learner hears a list of new 
words and expressions related to sewing, such as hook, eye, seam, zipper, button, 
snap, thread, needle, baste, hem and stitch, s/he writes a short story to put them 
into a meaningful context. When the encountered words or expressions are not 
related to each other in terms of their meanings but rather share some other 
features (e.g., their part of speech), the learner can create funny stories connecting 
them with one another.  
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Strategies that involve applying images and sounds (e.g., using imagery, 
semantic mapping, using keywords, and representing sounds in memory) are 
particularly useful for remembering what is heard. Using imagery involves 
creating a mental image of what is heard. For example, a learner of English who 
tries to remember the phrase tax shelter uses a mental image of a small house 
sheltering a pile of money inside. The imagery does not have to be mental. 
Drawings can be used to make mental images of even abstract words, such as evil 
or truth, as well as objects, such as house or tree, or descriptive adjectives, such as 
wide or tall, more concrete.   
Semantic mapping involves organizing concepts and relationships on a 
paper to create a visual representation of some sort. This diagram shows how 
ideas fit together. Learners draw diagrams in which key concepts are written and 
linked to each other by lines or arrows. This strategy can be used for pre-listening 
activities and may form a basis for a complete listening lesson since it helps 
learners to comprehend and remember vocabulary that is heard. Semantic 
mapping includes a variety of other strategies like grouping, using imagery, and 
associating/elaborating. It also provides a valuable note-taking format.  
Using keywords involves identifying a familiar word, which either belongs 
to the learners’ own language or another language and sounds like the new word, 
and then generating a visual image of the new word. Therefore, learners can 
remember more easily what they hear. For example, when a Turkish learner of 
English hears the word bull, s/he links it with a familiar word in Turkish bulmak 
(to find), then imagines a bull which has run away and which people are trying to 
find.  
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Representing sounds in memory involves making auditory rather than visual 
representations of sounds. This connection can be made from the language that is 
being learned, the mother tongue, or any other language. Rhymes may be a good 
example of this strategy but they are not the only way. For example, an English 
learner from Turkey hears the word brother and links it with the word birader 
(brother in Turkish) or hears the word cat and associates its sound with the 
Turkish word kedi which has a similar sound and meaning. This strategy may be 
incorporated into another listening strategy, associating/elaborating, since both of 
them make use of familiar words to comprehend or remember new words.  
Reviewing well, which includes revising and recycling new material in the 
target language, is particularly crucial for vocabulary learning. In the classroom, 
this strategy may be employed by having the students listen to texts more than 
once. For extensive listening, where learners mostly need listening equipment, 
this seems a bit problematic, but may be overcome by providing learners with 
listening materials so that they can listen to them again individually outside of 
class.  
Employing action, a term used by Oxford, involves associating a new 
expression that has been heard with a physical response or sensation, and using 
mechanical techniques. For example, when the learner hears the orders, “Go to the 
window and open it,” s/he stands up and actually performs what has been heard. 
Using mechanical techniques such as flashcards with words on them, or 
notebooks may also be useful to remember what has been heard.  
 Applying cognitive strategies to listening. The four sets of cognitive 
strategies are practicing, receiving and sending messages, analyzing and 
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reasoning, and creating structure for input and output. Practicing includes 
repeating, formally practicing with sounds, recognizing and using formulas and 
patterns, and practicing naturalistically. Repeating may involve repeatedly 
listening to native speakers on a tape or record, with or without silent rehearsal. 
This strategy suggests that teachers should have the learners listen to the same 
materials more than once. This strategy may also involve listening to the same 
material in slightly different forms. For example, students repeat a poem, a rhyme 
or a song together in the classroom, changing the rhythm each time. Formally 
practicing with sounds for listening comprehension emphasizes perception of 
sounds rather than comprehension of meaning. This strategy involves studying 
pronunciation and intonation of the target language.  Recognizing and using 
formulas and patterns notably strengthen the learner’s comprehension. Routine 
chunks such as Goodbye, how are you, The weather is nice, isn’t it! help build 
self-confidence, increase understanding, and enhance fluency. These expressions 
should be dealt with as whole chunks.  
Practicing naturalistically involves comprehending the spoken language in a 
naturalistic context. It is important to give learners a sense of confidence for 
listening tasks. To this end, teachers should employ materials which are authentic 
or approximated to authentic speech. Teachers should also employ semiscripts or 
notes rather than reading from a fixed script. If the material is completely 
authentic, then students should be exposed to these texts in short segments. 
Listening exercises should be built upon tasks such as taking notes, marking a 
diagram, or answering questions as a response to what learners hear. Learners 
should respond throughout the task, not only at the very end, as in most real-life 
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situations. The level of the tasks should be compatible with the cognitive level of 
the learners; tasks should not be too demanding on the mental capacities of 
learners because that will leave too little space for comprehension. Teachers 
should not employ tasks which require a lot of reading (e.g., with multiple-choice 
questions) or writing (e.g., with extensive note-taking) unless the aim is to 
develop these skills together. The listening tasks should include understandable 
visual materials and quick responses, like checking off the correct answers and 
writing one-word answers. Role-plays might help the tasks look less frightening. 
Teachers should tell the students the correct answers directly after the exercise, 
thus giving them the chance to measure their own performance. Together with 
highly developed technology, learners have more opportunities to practice 
listening with facilities such as radio stations, TV channels, the internet, video 
cassettes, recorded materials, and films. Classroom activities, which combine 
listening with other skills, especially with speaking, such as role-plays, drama 
activities, and games, provide a meaningful atmosphere for natural practice to take 
place. 
Receiving and sending messages involve getting the idea quickly and using 
resources for receiving and sending messages. This strategy involves two 
techniques, namely skimming and scanning. Skimming involves listening for the 
main ideas being communicated whereas scanning involves listening for details. 
Preview questions facilitate skimming and scanning for learners by helping 
learners to focus on the information that is needed to understand and disregard the 
rest. Yet, the two techniques may not always be useful to learners since not all 
listening, such as listening to poems, humorous materials, or short stories, requires 
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getting the idea quickly. Using resources for receiving and sending messages 
involves making use of all available materials such as dictionaries, reference 
books, word lists, grammar books, magazines, books on culture, radio, tapes, TV, 
videocassettes, and exhibitions to find out the meaning of what is heard.  
Analyzing and reasoning involves reasoning deductively, analyzing 
expressions, analyzing contrastively, translating, and transferring. These strategies 
are important for developing critical listeners. By reasoning deductively, learners 
can infer the meanings of the words or structures that they have never encountered 
before or that they have had very few encounters with. To be able to infer the 
meanings of new expressions, learners use the general rules they already know. 
For example, when a learner hears “Would you like to come to the party with 
me?” s/he may understand that this is a question since he knows that a “part of the 
verb” (the modal) comes before the subject in questions. Sometimes these 
generalizations may cause errors. For example, a Turkish learner of English may 
infer that s/he should add -er whenever he wants to compare two things, as in 
good/gooder, careful/carefuller. Also, there might not be time for reasoning 
deductively during listening.  
Analyzing expressions involves breaking down new words, phrases or 
sentences into their components (e.g., learners hear the word premeditated crime, 
and write it down; later, they break down this word into its parts and understand 
its meaning: crime (bad act), meditate (think about), and pre- (before); thus, 
premeditated crime means a bad act that is planned in advance. However, there 
may not be time for this during listening, but listeners may write down the 
expressions and break them down later. Analyzing contrastively involves 
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analyzing sounds, words, and the syntax of the target language in comparison with 
one’s own language. For example, a Turkish learner of English hears the word 
cream in English, and immediately understands that this word has the same 
meaning with krem in Turkish, or salad with salata. However, learners need to be 
made aware of false friends, that is, the words of the target language which sound 
or look like words in one’s own language, but do not have the same meaning. For 
example, the meaning of sympathetic (kind, affectionate) does not correspond to 
the Turkish word sempatik (pretty, likeable).  
Translating what is heard forces learners to use their own language as a base 
for comprehension and commonly occurs in beginning stages. However, the 
outcome may mostly be a wrong interpretation of what is heard, especially for 
beginners. Translation also slows down learners’ comprehension processes 
because learners go back and forth between the target language and their own 
language. Therefore, translation should be employed rarely and carefully by 
teachers. Transferring involves using previous knowledge (both linguistic and 
conceptual knowledge) to facilitate the understanding of new knowledge. Like 
translation, transferring has its own pitfalls for learners, too. For example, a 
Turkish learner of English expects to hear the equivalent of the idiomatic 
expression in Turkish Eline sağlık!, literally meaning “I hope your hands see no 
pain.” In Turkish, this expression is used to express gratitude after a nice meal to 
the person who cooked. Therefore, when a learner tries to transfer the same 
expression to English, what s/he  expects to hear does not have the same 
corresponding meaning in English.  
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Creating structure for input and output includes taking notes, summarizing, 
and highlighting. Taking notes is especially important in listening, and should 
focus on understanding rather than writing. Unlike general thinking, note-taking 
should be employed from the early stages of an L2 listening lesson. Learners 
should be allowed to take notes in whatever manner builds confidence (including 
taking notes in their own language, or taking notes using both languages). 
Immediately after listening, learners should be allowed to go back to their notes 
and organize them before they forget them. Learners may tend to take notes word 
for word. To overcome this unrealistic practice, teachers may employ dictation 
exercises that require students to focus on either main points or the details. Before 
a dictation or some other kind of listening exercise that obliges students to focus 
on main points, teachers should highlight main points by means of visuals or 
graphics. There are several note-taking formats; the shopping list format involves 
jotting down the heard information in clusters or sets that have some meaningful 
relation. The T-formation format encourages learners organize information on 
either side of a big ‘T’, writing main ideas on one side, and the details on the 
other. A semantic map may be another useful format. It is important to teach all of 
these formats, yet what is more important is to allow the learners to decide which 
format they want to use or to develop their own note-taking formats.  
Writing a summary of what is heard may be more difficult for learners than 
note-taking. In early stages of SLA, the task of summarizing a listening passage 
should be made simple. Students might be asked to put pictures depicting a series 
of events in order or just give a title to what is heard. At more advanced stages, 
learners may be asked to write summaries of what is heard. Highlighting notes in 
  42 
color or underlining may also help learners to create a structure for input. Having 
students take notes of each other’s speeches, highlight notes, or summarize each 
other’s speeches provides a real audience and a meaningful context for these 
exercises.  
Applying compensation strategies to listening. Compensation strategies 
involve guessing intelligently by using linguistic clues and other clues for 
listening comprehension. Guessing is essential for listening. Previous knowledge 
of the target language and the learner’s own language, in terms of suffixes, 
prefixes, and word order, may be employed as linguistic clues for guessing. For 
example, when a learner of English hears the words shovel, grass, mower, which 
s/he previously knows, s/he understands that the speech is going to be about 
gardening. Forms of address, observation of nonverbal behavior, situational 
knowledge, knowledge about the text, and general background knowledge may be 
helpful as nonlinguistic clues. When a dialogue begins with an expression such as 
darling or my little love, the listener may expect a dialogue between two people 
who have a very close relationship. When a learner listening to the radio in the 
target language hears a lot of noise from a crowd and fast, excited speech, s/he 
may infer that this is a basketball game broadcast even if s/he understands very 
few words out of it. In listening, parts of the text structure, like introductions, 
summaries, conclusions, and transitions, may also provide clues for 
comprehension. For example, expressions in lectures, or other kinds of speech, 
such as first…, second…, lastly…, in conclusion…, now we will turn to… should  
be taught to learners. Background knowledge on the topic of the passage or on the 
target language culture is also helpful for facilitating comprehension. It is 
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important to show learners how much they can understand depending on non-
linguistic clues. To promote guessing, teachers may start with global 
comprehension by asking preview questions, or by interrupting the speech and 
asking for learners’ predictions of what will come next. Teachers may also give 
the ending of a story and ask for the beginning, or ask which picture corresponds 
to what they are hearing. 
Indirect Learning Strategies and Their Application to Listening 
Indirect strategies, as mentioned earlier, include metacognitive strategies, 
affective strategies, and social strategies (see Table 2.3). These strategies will be 
explained and illustrated with Oxford’s (1990) taxonomy of applying indirect 
strategies to listening. 
Table 2.3  
Indirect Language Learning Strategies (based on Oxford, 1990) 
 
Indirect Language Learning Strategies 
Metacognitive 
Strategies 
Affective Strategies Social Strategies 
1. Centering learning 
2. Arranging and 
planning learning 
3. Evaluating learning 
1. Lowering anxiety 
2. Encouraging yourself 
3. Taking emotional 
temperature 
1. Asking questions 
2. Cooperating with 
others 
3. Empathizing with 
others 
 
Applying metacognitive strategies to listening. Metacognitive strategies 
include centering learning, arranging and planning learning, and evaluating 
learning. Learners center their learning when they overview and link already 
known material with new material, for instance, by previewing related 
vocabulary. Building necessary vocabulary before listening, which corresponds to 
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the pre-listening stage in classroom instruction, is important for centering 
learning. Besides previewing related vocabulary, overviewing and linking known 
material with new material involve two other steps. First, the students should be 
made aware of why a certain listening activity is being done. Then, the necessary 
vocabulary is taught and, finally, the students are asked to make associations 
between new vocabulary and the vocabulary that they already possess.  
Learners should also pay attention to the listening tasks since listening 
makes heavy processing demands on second language learners. Paying attention 
may occur in two different modes, that is, either by directed attention or by 
selective attention, the former focusing on global meaning and the latter, on 
particular details. Teachers should promote directed attention by providing visual 
materials and interesting activities, and facilitate selective attention by providing 
charts, grids, or tables to be marked or filled in during listening. It is also 
important to provide learners with activities reflective of both listening modes.  
Delaying speech production to focus on listening occurs naturally most of the time 
since learners tend to be silent until they feel confident to speak the target 
language. This strategy may differ from learner to learner and need not be taught.  
Arranging and planning learning involve finding out about the nature of 
language learning, organizing one’s learning, setting goals and objectives, 
identifying the purpose of a language task, planning for a language task, and 
seeking practice opportunities. Finding out about learning may involve talking 
about learners’ language learning problems, asking questions and sharing ideas 
about the process of learning in the classroom. Organizing involves various tactics 
such as creating the best possible physical environment for practicing listening, 
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developing weekly schedules for practicing listening, and keeping a language 
learning notebook. Setting goals and objectives involves determining short-term 
objectives and long-term goals for listening. Teachers should help learners to 
determine goals and objectives for listening, keeping in mind that it is quite 
natural that these goals and objectives vary from learner to learner. Identifying the 
purpose of a listening task before listening helps learners to direct their attention. 
Therefore, it is desirable that teachers help learners understand the purpose of the 
task before doing the listening task itself, by allowing them to discuss the purpose 
of the task or by engaging in some other pre-listening technique. Planning for a 
task involves determining (a) the general nature of a certain listening task,  (b) the 
requirements of a certain listening task, (c) the resources available to the learner, 
and (d) the resources which the learner may need to complete the task. It is 
important to teach the related vocabulary before listening for planning the task. 
Identifying the purpose of a language task involves determining the task purpose. 
Teachers should help learners understand the purpose of the task before they 
actually engage in the task. Seeking practice opportunities, one of the 
metacognitive strategies, involves making the most of every opportunity in and 
out of class to practice second language listening. To this end, teachers should 
encourage students to practice listening out of the class as well as  in the class. 
Evaluating learning involves monitoring one’s errors and evaluating one’s overall 
progress. Successful listeners monitor their understanding of meaning conveyed 
by speech. They also detect misunderstandings and try to repair them as they go 
ahead. It is necessary that teachers model this strategy and allow learners to 
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practice it. Self-evaluating allows learners to measure their progress in listening 
by means of checklists, diaries, or journals. 
Applying affective strategies to listening. Affective strategies involve 
lowering one’s anxiety, encouraging oneself, and taking one’s “emotional 
temperature” (Oxford, 1990). These strategies may be used to overcome obstacles 
caused by anxiety experienced by listeners. Affective strategies include deep 
breathing, using music, using laughter, making positive statements, taking risks 
wisely, rewarding oneself, listening to one’s own body, using a checklist, writing 
a language learning diary, and discussing one’s feelings with someone else. These 
strategies are mostly for out-of-class implementation. Teachers can model these 
strategies by encouraging students to find their own ways of lowering anxiety, or 
by encouraging them to be positive about listening classes. Teachers can also 
encourage students to use checklists or diaries, as well as discuss their feelings 
and problems about listening classes with someone else. 
Applying social strategies to listening. Social strategies, the third type of 
indirect strategy, include asking questions for clarification or verification, 
cooperating with others, and empathizing with others. Asking questions to clarify 
and verify whether something has been understood correctly is important for 
listening. Therefore, it is essential that teachers help learners to learn appropriate 
conversational questions such as ‘would you repeat that, please?’ to be able to 
make use of these strategies efficiently.  
Jigsaw listening activities may help learners to develop the strategy of 
cooperating with peers whereas developing a cultural understanding provides a 
great deal of help to the second language listener in comprehending what is heard. 
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To this end, teachers should try to teach the target culture by comparing and 
contrasting the two cultures and encouraging learners to learn more about the 
target culture. The key step for becoming able to be aware of others’ thoughts and 
feelings is listening to the speaker very carefully. Observing the behavior of 
speakers is also effective for accomplishing this strategy.  
In conclusion, direct strategies (i.e., memory, cognitive, and compensation 
strategies) enhance listening comprehension. Indirect strategies, on the other hand, 
provide support to any listening comprehension activity. It is important to keep in 
mind that direct and indirect strategies should be employed in harmony for the 
best listening comprehension outcome. 
Language Learning Strategy Research 
Research on language learning strategies may be divided into three broad 
categories: research on the good language learner, research on influences on 
strategy choice, and research on strategy instruction. This categorization of 
research is also true for listening strategy research (Oxford, 2001). Although 
research on learning strategies dates back to 1966 (Rubin, as cited by Cinemre, 
1991), research on listening strategies is relatively new. 
Research on the Good Language Learner and Factors Influencing Strategy Choice 
Exploring the strategies of efficient and inefficient language learners has 
been the focus of listening strategies research (Mendelsohn, 1995; O’Malley et al., 
1989; Rost, as cited in Rost 2002; Rost, 2001; Rost & Ross, 1991). This body of 
research supports the findings of research on efficient learners. Indeed, all 
learners, both efficient and inefficient, use strategies (Vann and Abraham, 1990). 
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However, inefficient learners have difficulty in choosing the most relevant 
strategy for the relevant task. 
Efficient learners predict information or ideas prior to listening in order to 
make inferences based on prior knowledge from incomplete information. They 
also monitor their own listening processes and ask clarification questions. They 
evaluate understanding and check whether an encountered problem has been 
solved (Rost, 2002). The good language learner, in terms of listening 
comprehension, is the subject of the above-mentioned studies. The good language 
learner is defined as a listener who has made and is making progress in their 
listening ability (Rost & Ross, 1991). The good language learner may be an 
advanced, intermediate, even a beginner learner. Therefore, proficiency arises as 
another factor that affects strategy use. 
General learning strategies, according to students’ proficiency levels, have 
been examined as well (O’Malley et al., 1985a). The results show that beginners 
use more cognitive strategies than intermediate level learners. However, the 
researchers mention that this may be due to the learners’ use of the native 
language in data-collection interviews. In general, learners use more cognitive 
strategies than other types of strategies. Learners also use vocabulary-learning 
strategies most often and they use listening comprehension strategies least. 
Another study by Chamot et al. (as cited in O’Malley & Chamot, 1990) showed 
that higher-level learners reported using more strategies than did beginners, which 
contrasted with O’Malley et al.’s (1985a) study. In addition, Oxford (2001) 
identifies learning styles as an influential factor on the choice and usage of 
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learning strategies by the learners. She states that learners use the strategies that 
relate to their learning style preferences. 
Listening Strategy Instruction 
When strategies employed by efficient language learners are identified, 
research then examines whether these strategies could be taught to inefficient 
learners (Hosenfeld, as cited in Wenden & Rubin, 1987). This research focuses on 
the ‘teachability’ of learning strategies. O’Malley and Chamot (1990) classify the 
issues which may be encountered during learning strategy instruction as follows: 
separate versus integrated instruction, direct versus embedded instruction, teacher 
awareness, development of instructional materials, and development and 
sequencing of training activities.  
Research studies about listening strategy instruction have revealed different 
results. O’Malley et al. (1985b) instructed learners in several listening strategies; 
posttest results did not show any significant benefits for learners. Thompson and 
Rubin (1996) conducted a longitudinal listening strategy instruction study with 
learners of Russian. Their systematic instruction in the use of cognitive and 
metacognitive listening strategies resulted in significant improvement of listening 
comprehension. Indeed, Thompson and Rubin’s study was one of the few that 
resulted in a significant outcome. Tütüniş (2001) conducted the same study, but 
her instruction was spread across 1 year, unlike the 2-year course of instruction 
offered in Thompson & Rubin (1996). Tütüniş’s study did not result in significant 
benefits for the learners, although the learners who received strategy instruction 
outperformed the ones who did not in an end-of-the-term listening exam. These 
studies reveal that effects of listening strategy instruction may depend on many 
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factors such as learners’ individual styles, learning styles, proficiency levels, L2 
listening abilities, and motivation. Although the influencing factors vary, it is 
asserted that listening strategies can be taught and should be taught (Mendelsohn 
& Chamot as cited by Field, 1998, & Oxford, 1990). Ways of implementing 
listening strategy instruction offered in the literature vary. 
Several researchers suggest that strategy instruction begins with assessing 
the strategies that learners already employ, thus finding out which strategies to 
focus on (Chamot, 1995; Mendelsohn, 1995; Oxford, 2001). The other steps for 
listening strategy instruction (suggested by Chamot, 1995) are as follows: After 
assessing the learner’s present strategies, teachers select one or two strategies that 
they think will help their students and that appear to be underused at present. They 
explain why and when these might be useful. Teachers also model how they use 
strategies with a piece of listening text. Then, they have the students describe 
what they just observed. They may ask students to practice strategies that have 
just been modeled through a listening activity. Immediately after the activity, 
teachers lead a discussion about the students’ use of strategies, and have the 
students assess their level of success in using the strategies. Teachers repeat this 
type of practice and self-evaluation on a regular basis and they continually 
encourage students to try the strategies that they are learning through new tasks. 
Mendelsohn (1995) offers a more comprehensive view on listening strategy 
instruction, calling his instructional approach a ‘strategy based approach’. He 
defines the strategy-based approach as one which “teaches learners how to listen 
by instructing them in the use of strategies” (p. 134). Mendelsohn also asserts that 
a good listening course should provide more than exposure to the target language. 
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He suggests that, unlike traditional listening courses which are organized in terms 
of the content of the listening texts, listening courses be organized in terms of 
strategies to be taught. Thus, a strategy-based listening course should include 
units on ‘strategies to determine the topic’ and ‘strategies to determine the mood 
of the speaker’, to name just a few strategies. Mendelsohn suggests that the 
following strategy-based units be included in most listening courses: 
- Strategies to determine the setting, 
- Strategies to determine the interpersonal relations, 
- Strategies to determine the mood, 
- Strategies to determine the topic, 
- Strategies to determine the essence of meaning, 
- Strategies to determine the essence of an utterance, 
- Strategies to determine the hypotheses, prediction, and inferences, 
- Strategies to determine the main idea of a passage. (p. 138-139) 
 
Mendelsohn’s (1995) strategy-based approach includes awareness raising, 
pre-listening activities, focusing the listening, guided activities, practicing with 
real data, and doing something with information that has already been 
comprehended. He emphasizes that strategy instruction should not take place at 
the expense of listening practice. He states listening practice is also important for 
students in terms of providing strategy-application opportunities. 
In order to make listening strategy instruction beneficial for learners, Rost 
(2002) suggests that learners “be aware of the strategy and … have opportunities 
to see the strategies demonstrated in actual discourse. They also need to 
understand its potential benefits, as well as targeted practice in using the strategy 
and experiencing its effects” (p. 157). It is also important to note that strategy 
instruction should be interwoven into the general flow of a certain course (Oxford, 
2001). 
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Conclusion 
This chapter, divided into five main sections, first explores the literature 
on listening comprehension processes. In this section, bottom-up and top-down 
processing views, transactional and interactional functions of language use, and 
the nature of real-life listening are explored. In the second section of the chapter, 
listening comprehension instruction is discussed; the focus of the section is on 
materials in teaching listening, stages of a typical second language listening 
lesson, and problems that are likely to occur while teaching second language 
listening comprehension. Thirdly, listening comprehension strategies are explored 
by examining listening strategy definitions, classifications of language learning 
strategies, and applications of language learning strategies to listening. Then, 
language learning strategy research from the perspective of the good language 
learner and influences on strategy choice are explored. Lastly, listening strategy 
instruction and some models of strategy-based instruction for second language 
listening are explored. 
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CHAPTER III: METHODOLOGY 
 
Introduction 
 
The aim of the study is to find out how English teachers working in 
Turkish English-medium universities (EMUs) perceive L2 listening 
comprehension strategies and the extent to which listening strategies are taught in 
these universities. The study also aims to reveal the particular difficulties that 
English instructors working in Turkish EMUs face while teaching L2 listening 
comprehension. It is hoped that insights gained about the status of listening-
strategy instruction in Turkish EMUs will lead to improvements in instructional 
practices for the benefit of students in the future. The study addresses the 
following research questions: 
1) To what extent do the English instructors working in Turkish English-
medium universities teach L2 listening comprehension strategies? 
2) How do the English instructors working in Turkish English-medium 
universities perceive L2 listening strategies? 
3) What difficulties do the English instructors working in Turkish English-
medium universities face in L2 listening comprehension lessons? 
In this chapter, the methodological procedures for this study are presented. 
First, the settings in which the study was conducted and the participants of the 
study are described. Then, the data collection instrument, data collection 
procedures, and data analysis steps are presented. 
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Setting and Participants 
This study was conducted in preparatory schools of EMUs in Turkey. In 
Turkish EMUs, the medium of instruction is English except in Turkish language 
classes and courses on Atatürk’s Principles and the History of the Turkish 
Revolution. Students who enroll in Turkish EMUs have to prove that their level of 
English is sufficient to follow lectures and carry out all the tasks assigned by 
lecturers before they begin studies in their major departments. Students who do 
not meet institutional English language expectations attend one-year preparation 
courses where they are taught English intensively for the whole year. For many 
students, the one-year preparation courses are not sufficient to prepare them to 
follow lectures in English easily. Therefore, developing strategic listeners is of the 
utmost importance for the preparatory courses of Turkish EMUs. That is why 
EMUs, rather than non-EMUs, were chosen as the setting for this study.  
To determine the universities invited to participate in the study, the list of 
Turkish universities on YÖK’s website <www.yok.gov.tr> was examined. The 
researcher examined the websites of all universities to ascertain their commitment 
to being English-medium institutions. University regulations regarding the role of 
English on each campus were examined. Some universities, such as Başkent 
University and Hacettepe University, which provide instruction in English and 
Turkish at the same time, were not included in this study because in these 
universities English is the medium of instruction only in several departments. 
A total of nine EMUs participated in this study, with a total of 125 teacher   
participants. The names of participating Turkish EMUs and the number of 
participating instructors by school are listed in Table 3.1. The number of 
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participants from each institution represents varying percentages of actual 
instructor populations. 
Table 3.1  
Participating EMUs and Instructors. 
 
No. Name of the Participant Schools Number of Participating  
English Instructors  
1. Bilkent University 42 
2. Bilgi University 19 
3. Izmir Economics University 14 
4. Middle East Technical University 12 
5. Atılım University 11 
6. Doğuş University 8 
7. Fatih University 7 
8. Sabancı University 7 
9. Işık University 5 
 
Instrument 
In order to gather data from participants, a questionnaire (Appendix A) 
was designed. As a tool for data-collection, the questionnaire was the most 
suitable instrument because the study aimed to gather data from a large population 
(O’Malley & Chamot, 1990). Likert-type questionnaire items were employed in 
most parts of the questionnaire since they are considered to be one of the most 
effective ways to find out perceptions and opinions (Best & Kahn, 1998). 
The questionnaire was designed to have three parts. Part I of the 
questionnaire does not directly answer any of the research questions. The first part 
aims at soliciting background information about the participants (i.e., their years 
of teaching experience; the level of instruction they are currently teaching, or the 
one they know best; the kinds(s) of materials they use for listening lessons; and 
their familiarity with listening strategies). The first part also tries to elicit some of 
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the participants’ opinions about listening (e.g., the usefulness of listening lessons 
and listening strategies for their students).  
The second part of the questionnaire was designed to elicit information 
related to the first and second research questions: “To what extent do the English 
instructors working in Turkish English-medium universities teach L2 listening 
comprehension strategies?” and “How do the English instructors working in 
Turkish English-medium universities perceive L2 listening strategies?” 
Participants were given the opportunity to respond to each of the 47 items in this 
part from two perspectives: current practices and perceived usefulness. In Part II, 
participants were provided with Likert-type statements and asked to tick only one 
option for each of the two sections, namely the Current Practices and Perceived 
Usefulness sections. Response options for the Current Practices section are 
always, often, sometimes, rarely, and never, whereas response options for the 
Perceived Usefulness section are very useful, useful, slightly useful and not useful.  
The third part of the questionnaire was designed to elicit information 
related to the third research question: “What difficulties do the English instructors 
working in Turkish English-medium universities face in L2 listening 
comprehension lessons?” In this part of the questionnaire, participants are 
provided with 11 Likert-type statements about the difficulties they encounter in 
teaching listening comprehension and asked to tick only one option for each item. 
The response options are strongly agree, disagree, agree, and strongly disagree. 
The distribution of questions in the three parts of the questionnaire is shown in 
Table 3.2. 
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Table 3.2  
Distribution of Questions on the Questionnaire 
 
Question Types  
Part I-
Background 
Information 
Part II-Practices 
and Perceptions 
of Listening 
Strategies 
Part III-Potential 
Problems in the 
Listening 
Classroom 
No. of Questions 8 47 11 
 
The items in the second and the third parts of the questionnaire were 
prepared after a thorough examination of the literature on teaching L2 listening 
and listening strategies. Oxford’s (1990) list of strategies was employed for 
preparing most of the items in Part II of the questionnaire. For practical reasons, 
not all listening strategies mentioned in the literature were included in the 
instrument. For instance, strategies like using music, using laughter, using 
resources for receiving and sending messages (e.g., using dictionaries and other 
books), and rewarding yourself from Oxford (1990) were not included in Part II 
since they are generally for out-of-class-use. Table 3.3 shows an inventory of the 
questionnaire items in Part II, grouped according to the type of listening strategies 
that they represent and the main strategy group that the items belong to.  
Parts II and III were written with the research questions in mind. The parts 
of the questionnaire, and the items within them, are categorized by research 
question in Table 3.4. For further clarification, Table 3.5 shows an inventory of 
the items in the second and third parts of the questionnaire by the literature review 
sub-topics that they relate to. An inventory of items in the second part of the 
questionnaire are displayed in Table 3.6 by the main strategy group they refer to. 
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Table 3.3  
Listening Strategies Represented by the Items in Part II of the Questionnaire  
 
Part II 
items by 
number 
Targeted listening strategy  The main strategy 
group  
1 Grouping  Memory 
2 Placing new words into a context Memory 
3 Associating/Elaborating Memory 
4 Formally practicing with sounds  Cognitive 
5 Repeating  Cognitive  
6 Recognizing formulas and patterns Cognitive 
7 Planning for a language task Metacognitive 
8 Using keywords  Memory 
9 Making positive statements Affective 
10 Using imagery Memory 
11 Self-evaluating Metacognitive 
12 Translating Cognitive 
13 Practicing naturalistically Cognitive  
14 Asking for clarification or verification Social 
15 Becoming aware of others’ thoughts and 
feelings 
Social 
16 Practicing naturalistically Cognitive  
17 Guessing intellligently Compensation  
18 Overviewing and linking with already 
known material 
Metacognitive  
  
19 Self-monitoring Metacognitive 
20 Semantic mapping Memory  
21 Guessing intelligently Compensation  
22 Practicing naturalistically Cognitive  
23 Guessing intelligently Compensation  
24 Practicing naturalistically Cognitive  
25 Developing cultural understanding Social  
26 Practicing naturalistically Cognitive  
27 Taking notes Cognitive  
28 Setting goals and objectives Metacognitive  
29 Cooperating with peers 
Practicing naturalistically 
Social 
Cognitive   
30 Seeking practice opportunities Metacognitive 
31 Getting the idea quickly 
Paying attention  
Cognitive 
Metacognitive 
32 Practicing naturalistically Cognitive   
33 Using physical response Memory  
34 Self-evaluating Metacognitive 
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Table 3.3 (cont’d) 
 
 
35 Getting the idea quickly 
Paying attention 
Cognitive 
Metacognitive  
36 Cooperating with others Social  
37 Lowering anxiety Affective  
38 Becoming aware of others’ thoughts and 
feelings 
Social 
39 Guessing intelligently using textual clues Compensation  
40 Guessing intelligently Compensation 
41 Summarizing  Cognitive  
42 Organizing  Metacognitive  
43 Practicing naturalistically  Cognitive  
44 Discussing your feelings with smo. else Affective  
45 Taking-notes Cognitive  
46 Identifying the purpose of a language 
task 
Metacognitive  
  
47 Repeating Cognitive  
 
Table 3.4  
Inventory of Parts of the Questionnaire by Research Question 
 
Research Question Part of the Questionnaire 
Research Question 1: To what extent 
do the English instructors working in 
Turkish EMUs teach L2 listening 
comprehension strategies? 
 
Part II, Current Practices Section 
(Items 1-47)  
Research Question 2: How do the 
English instructors working in Turkish 
EMUs perceive L2 listening strategies? 
 
Part II, Perceived Usefulness 
Section 
(Items 1-47) 
Research Question 3: What difficulties 
do the English instructors working in 
Turkish EMUs face in L2 listening 
comprehension lessons? 
 
Part III  
(Items 1-11) 
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Table 3.5  
Inventory of Items in Parts II and III of the Questionnaire by Literature Review 
Sub-topic  
 
Literature Review Sub-topics Questionnaire Items  
Applying Memory Strategies to Listening 
 
Applying Cognitive Strategies to Listening 
 
 
 
Applying Compensation Strategies to 
Listening 
 
Applying Metacognitive Strategies to 
Listening 
 
Applying Affective Strategies to Listening 
 
Applying Social Strategies to Listening 
 
Part II: 1, 2, 3, 8, 10, 20, 33 
 
Part II: 4, 5, 6, 12, 13, 16, 22, 
24, 26, 27, 29, 31, 32, 35, 41, 
43, 45, 47 
 
Part II: 17, 21, 23, 39, 40 
 
 
Part II: 7, 11, 18, 19, 28, 30, 
31, 34, 35, 42, 46 
 
Part II: 9, 37, 44 
 
Part II: 14, 15, 25, 29, 36, 38 
Difficulties Likely to Arise in Listening 
Classrooms 
Part III: Items 1-11  
 
Table 3.6  
Inventory of Items in Part II of the Questionnaire by the Main Strategy Type 
 
Strategy Type Item No. 
Memory Strategies Part II: 1, 2, 3, 8, 10, 20, 33 
Cognitive Strategies Part II: 4, 5, 6, 12, 13, 16, 22, 24, 26, 27, 29, 31, 
32, 35, 41, 43, 45, 47 
Compensation 
Strategies 
Part II: 17, 21, 23, 39, 40 
Metacognitive 
Strategies 
Part II: 7, 11, 18, 19, 28, 30, 31, 34, 35, 42, 46 
 
Affective Strategies Part II: 9, 37, 44 
Social Strategies Part II: 14, 15, 25, 29, 36, 38 
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Data Collection Procedure 
In order to make sure that the items in the questionnaire were clear and 
easily understandable, the questionnaire was piloted with a group of 16 English 
instructors between March 3, 2003 and March 11, 2003. Four of the English 
instructors who participated in piloting the questionnaire were from Bilkent 
University, 2002-2003 MA TEFL graduate class; the four had previously worked 
in EMUs. One was from Eastern Mediterranean University and the other 
instructors were from the Basic English Department of Middle East Technical 
University. The pilot participants were asked both to complete the questionnaire 
and evaluate the questionnaire in terms of its content and structure. As a result of 
the piloting process, some items of the questionnaire were reworded, overlapping 
items were deleted, ambiguous items, like the double-barreled ones, were 
clarified.  
To begin the data collection process, first, an e-mail was written to the 
heads of the targeted preparatory departments of Turkish EMUs. The e-mail asked 
for permission to conduct the study at their institutions (see Appendix B). In the e-
mail, the researcher also asked for information about the number of instructors 
teaching L2 listening comprehension. The heads of the preparatory programs of 
Atılım University, Bilgi University, Bilkent University, Doğuş University, Fatih 
University, Işık University, İzmir Economics University, Sabancı University, and 
Middle East Technical University replied to the e-mail granting permission for 
conducting the survey in their departments. One school required that a formal 
petition be submitted before permission could be granted. Further contact was 
made to work out other details of data collection (e.g., getting the proper mailing 
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address, determining the number of instructors who could participate in the study, 
deciding on how the completed questionnaires would be sent back to the 
researcher). The questionnaire was sent to the directors by mail between March 
17, 2003 and March 24, 2003. The participants were asked to return the 
questionnaire by April 9, 2003. Later, the completed forms were sent back to the 
researcher by mail. 
Data Analysis 
In this study, quantitative data were collected through questionnaires. The 
questionnaire was used to gather information about instructors’ current practices 
and perceptions of major listening strategies. In addition, the difficulties that 
teachers encounter in listening comprehension lessons were explored. All the 
items in the questionnaire, apart from the two open-ended questions (Questions 4 
and 7, Part I) were analyzed using the Statistical Packages for Social Sciences 
(SPSS, Version 10.0). The two open-ended questions were analyzed through a 
categorization of responses. All the other items in the questionnaire were analyzed 
by calculating frequencies.  
For every item in Parts II and III of the questionnaire, frequencies and 
percentages were calculated. One-way Chi-square tests were used to determine 
whether there was a statistically significant distribution of answers for each item. 
To analyze respondents’ current practices, data were clustered into different 
groups in search of patterns of practice. More specifically, listening strategy 
instructional practices, which were reported to be incorporated into teaching by 
more than half of the participants in any combination of two of the response 
options (e.g., always/often, sometimes/often, never/rarely, rarely/sometimes etc.) 
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were identified. When the total percentage of two response options was less than 
50%, but the largest two-response-option combined percentage, that percentage 
was reported separately. To analyze respondents’ listening strategy perceptions, 
data were clustered into different groups in search of patterns of practice. More 
specifically, listening strategy perceptions were analyzed in two categories. The 
researcher examined the data to determine whether the majority of responses were 
not useful/slightly useful or useful/very useful. If the majority of responses did not 
fall into one of these two categories but fell into a different one, like slightly 
useful/useful, it was reported separately. 
To analyze the items in the third part of the questionnaire, which solicited 
information regarding the difficulties likely to arise in listening comprehension 
lessons, frequencies and one-way Chi-squares were calculated. In the next 
chapter, the results are discussed in detail. 
  64 
CHAPTER 4: DATA ANALYSIS 
Introduction 
This study was designed to ascertain the extent to which the teachers 
working in English preparatory departments of English-medium Universities 
(EMUs) in Turkey teach listening strategies and how those teachers perceive 
listening strategies. The study also aimed to find out the difficulties instructors 
working in EMUs face while teaching listening comprehension. The study 
addresses the following research questions: 
1) To what extent do the English instructors working in Turkish English-
medium universities teach L2 listening comprehension strategies? 
2) How do the English instructors working in English-medium universities 
perceive L2 listening strategies? 
3) What difficulties do the English instructors working in English-medium 
universities face in L2 listening comprehension lessons? 
Data obtained through a questionnaire were analyzed using the Statistical 
Packages for Social Sciences (Version 10.0). Part I of the questionnaire, which 
solicited background information about participants, was analyzed to determine 
frequencies. Frequencies and one-way Chi-squares were calculated for each item 
in Part II, which aimed to find out instructors’ current practices in regards to 
listening strategies and their perceptions of the usefulness of listening strategies.  
The results obtained from the analysis of questionnaire responses will be 
presented in three sections in this chapter. In the first section, an analysis of the 
questions in Part I of the questionnaire is provided to explain the backgrounds of 
the participants. In the second section, an analysis of the items in Part II is 
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provided to show the extent to which instructors working in preparatory 
departments of EMUs in Turkey teach listening strategies and the extent to which 
they perceive listening strategies as useful. The last section presents an analysis of 
items in Part III of the questionnaire, which aimed to explore the difficulties that 
instructors face while teaching L2 listening comprehension. 
Background Information of Participants 
The questions in Part I of the questionnaire aimed to discover background 
information about the participants. This part included 8 questions. Questions 4 
and 7 of the first part were designed in an open-ended question format. The open-
ended questions were analyzed via categorization. For other questions in this part, 
frequencies and percentages were calculated. The results of the analysis of the 
questions in Part I will be presented here following the order of the questions. 
Table 4.1 shows the results of the first question of the background 
information part of the questionnaire, which asked participants to specify the level 
of the students who they were teaching. The results show that almost half of 
participants, 55 out of 125 (44%), teach students who are at upper-intermediate 
level. Thirty-five of the participants (28%) teach students who are at the 
intermediate level, whereas 22 of them (18%) teach students at the advanced 
level. Only 13 participants out of 125 teach students at the beginning level.  
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Table 4.1 
Level of Students that Participants are Currently Teaching 
 
Level of Students  Frequency Percentage 
 
Upper-intermediate 55 44% 
Intermediate 35 28% 
Advanced 22 18% 
Beginning 13 10% 
Total 125 100% 
 
Note: Percentages rounded off. 
 
The second question of the background information part of the 
questionnaire was about the teaching experience of the participants. 
Approximately 86% of the participants were almost equally distributed among 
three of the four options: 0-4 years (25%), 5-8 years (34%), and 13 or more years 
(27%). Only 18 of 125 participants (14%) indicated having taught between 9-12 
years. The largest number of participants indicated 5-8 years of teaching 
experience. Table 4.2 below displays the range of years of teaching experience 
among participants. 
Table 4.2 
Participants’ Teaching Experiences 
 
Years of Teaching Experience Frequency Percent 
  0-4     31 25% 
  5-8 42 34% 
  9-12 18 14% 
  13 + 34 27% 
  Total 125 100% 
 
Note: Percentages rounded off. 
 
Question 3 of the background information part of the questionnaire aimed 
to determine whether the participants taught listening comprehension as a discrete 
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skill or if they integrated it with other skills. As displayed in Table 4.3, only 16 of 
the 125 participants (13%) indicated teaching listening as a discrete skill, whereas 
the majority, namely 109 of the 125 participants (87%), indicated integrating 
listening comprehension with other skills. 
Table 4.3 
Approach to Teaching Listening  
 
Approach to Teaching Listening Frequency Percent 
  As a discrete-skill 16 13% 
  As an integrated-skill 109 87% 
  Total 125 100% 
 
Note: Percentages rounded off. 
 
Table 4.4 presents the kinds of instructional materials that the participants 
use for teaching L2 listening comprehension. The majority of the participants 
(64%) reported using a textbook with audio tape only, which indicates that most 
of the listening comprehension classes are carried out with the help of audio 
materials. Fifty-eight of the 125 participants (46%) reported using teacher-
produced materials. This result suggests that many participants, even though they 
are not native speakers, feel confident preparing listening materials. Forty-three of 
the participants (34%) indicated using a textbook with audio tapes and videos, 
indicating that video is also considered a viable way of teaching listening 
comprehension, although it is not very commonly used. Eighteen of the 
participants (14%) reported using other materials (shown in Table 4.5). Six 
participants (5%) indicated using a textbook with video only, whereas only one of 
the participants (1%) indicated using a textbook without audio tapes and videos. 
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Table 4.4 
Kinds of Materials Used for Teaching Listening Comprehension   
 
Instructional Material(s) Used for Teaching 
Listening Comprehension 
Frequency Percent 
  Textbook with audio tape only 80 64% 
  Teacher-produced materials 58 46% 
  Textbook with audio tapes and videos 43 34% 
  Other materials 18 14% 
  Textbook with video only 6 5% 
  Textbook without audio tapes and videos 1 1% 
     
    Note: Percentages rounded off. 
 
Table 4.5 displays the other materials used by the participants for teaching 
L2 listening comprehension. Materials developed by the materials-development or 
testing units, provided by the administration, and prepared by other instructors are 
mentioned by eight participants. The other respondents did not mention who 
prepared the other listening materials.  
Table 4.5  
Other Listening Comprehension Materials Reported to Be Used by Participants 
 
Other Materials  Number of Participants  
Materials prepared by materials-
development or testing units 
5 
Listening and note-taking activities 3 
Materials provided by the administration 2 
Websites and software programs 2 
Music 2 
Supplementary videos and DVDs 2 
Materials prepared by other instructors 1 
Booklet with audio tapes 1 
Total 18 
 
Question 5 of the Background Information part asked the participants to 
rank order the four language skills (reading, writing, speaking, listening) in terms 
of their usefulness for their students. As indicated in Table 4.6, 68 participants 
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(54%) indicate reading as the most useful skill for their students. Writing is 
perceived to be the second most useful skill for students by 50 (40%) of the 
participants. Fifty-five of the participants (44%) perceive listening as the third 
most useful skill for their students. Only 11 of 117 respondents (9%) perceive 
listening as the most important skill for their students whereas 30 of them (24%) 
perceive it as the second most useful skill. The majority of participants (60%) 
perceive speaking as the least useful skill for their students. It is interesting to note 
that the number of participants who perceive speaking as the most useful skill (17 
participants) is more than those who perceive listening as the most important skill 
(11 participants). Participants’ perceptions of reading as the most important skill 
for English for Academic Purposes is quite consistent with the professional 
literature (Grabe & Stoller, 2001).  On the other hand, the ranking of listening as 
the third most useful or least useful skill by approximately half of the participants 
(44%) does not complement the common claim in the literature that listening to 
lectures comprises a great deal of learning activities in English-medium 
universities (Benson, 1994).  
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Table 4.6 
Rank Order of Language Skills in Terms of Importance for Students 
 
 
Rank Order Skills  
Writing Reading Listening Speaking  
F P F P F P F P 
Most useful 22 18% 68 54% 11 9% 17 13,6% 
2nd most useful 50 40% 30 24% 30 24% 7 5,6% 
3rd most useful 29 23% 13 10% 55 44% 20 16% 
Least useful 16 13% 6 5% 21 17% 75 60% 
Total 117 94% 117 94% 117 94% 119 95,2% 
 
  Note: F= frequency; P= percentage. Percentages rounded off. 
 
  Question 6 of the background information part of the questionnaire 
focused on teachers’ self-assessed degree of familiarity with the concept of 
listening strategies. Results show that 48% of the instructors identified themselves 
as being ‘very’ familiar with the concept of listening strategies. Almost 81% of 
the participants identified themselves as being either ‘very’ or ‘somewhat’ 
familiar with the concept of listening strategies. Only 6 of 122 participants (5%) 
identified themselves as being unfamiliar with the concept of listening strategies. 
Table 4.7 shows the results of Question 6. 
Table 4.7 
Level of Teacher Familiarity with the Concept of Listening Strategies 
 
 Frequency Percentage 
Very  60 48% 
Somewhat 41 33% 
Slightly 15 12% 
Not at all 6 5% 
Total  122 98% 
   
  Note: Percentages rounded off. 
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The seventh background question was an open-ended question. 
Participants were asked to list all the listening strategies that they could think of 
(if they were very, somewhat, or slightly familiar with listening strategies). 
Participants’ responses were clustered into the categories displayed in Table 4.8. 
The most frequently mentioned strategies are note-taking, listening for the gist, 
listening for details, and predicting. Focusing on discourse markers, 
brainstorming, activating learners’ schemata, concentrating on pronunciation and 
intonation, and pre-teaching the target vocabulary were also fairly frequently 
mentioned strategies. Other strategies (30 strategies, mentioned by 80 
participants) are mentioned by only 1-6 participants each.  
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Table 4.8 
Listening Strategies Named by Participants  
Listening Strategies Number of 
Responses 
  Note-taking 39 
  Listening for gist 37 
  Listening for specific information 34 
  Predicting 26 
 
  Focusing on discourse markers 14 
  Brainstorming 13 
  Activating schemata 10 
  Concentrating on pronunciation/intonation 10 
  Pre-teaching target vocabulary 9 
 
  Summarizing 6 
  Jigsaw listening 6 
  Dictation 6 
  Making use of non-verbal clues 5 
  Semantic mapping 5 
  Filling in grids, charts, or tables 4 
  Identifying useful information 4 
  Integrating skills 4 
  Listening and doing something 4 
  Focusing on key words 4 
  First language connection 3 
  Identifying purpose 3 
  Examining the outline of the text 2 
  Rephrasing/Retelling 2 
  Listening and repeating 2 
  Setting objectives 2 
  Reading questions before listening 2 
  Top-down, bottom-up 2 
  Continue to listen when meaning is not understood fully 2 
  Listening and answering comprehension questions 2 
  Creating mental images 1 
  Listening to the same passage more than once 1 
  Paying attention to synonyms and antonyms 1 
  Identifying sounds 1 
  Intensive listening 1 
  Visualization 1 
  Checking with peers 1 
  Asking for clarification 1 
  Role-playing 1 
  Listening to lectures 1 
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The last question of the background information part of the questionnaire 
solicited participants’ perceptions about the usefulness of listening strategy 
training for their students. Over 91% of the participants perceive listening strategy 
training as very or somewhat useful for their students. Only 6% perceive listening 
strategy training as slightly useful or not useful, whereas 2% of the participants 
indicated that they do not know how useful listening strategy training is for their 
students. Results are displayed in Table 4.9. 
Table 4.9 
Degree of Perceived Usefulness of Listening Strategy Training for Students 
 
 
Degree of Perceived Usefulness Frequency Percentage 
  Very  83 66% 
  Somewhat 31 25% 
  Slightly 6 5% 
  Not useful 1 1% 
  Do not know 2 2% 
  Total  123 99% 
   
  Note: Percentages rounded off. 
 
Listening Strategies Instruction: Current Practices and Perceptions 
The second part of the questionnaire investigated participants’ current 
practices related to listening strategy instruction and their perceptions of listening 
strategies. There were 47 Likert-type items in this part. For each question, 
frequencies and percentages were calculated. In addition, one-way Chi-squares 
were computed to see if the distribution of answers for each question was 
significant. Then, the results were interpreted. To analyze the current practices 
and perceptions of participants, the questionnaire items were grouped by the 
listening strategy category they belong to. Thus, it was more clearly seen whether 
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there is an overemphasis or lack of emphasis on the integration of a group of 
strategies into listening instruction. 
The findings for all questions in Part II of the questionnaire were found to 
be significant or highly significant on one-way Chi-square tests. Therefore, 
interpreting the results of frequencies and Chi-squares together was the most 
effective way to see the results clearly. In addition, a more detailed examination of 
frequency results was needed because all of the answers were found to be 
significant on one-way Chi-square tests. However, it would not be accurate to 
conclude that listening strategies are commonly taught by the participants since 
one-way Chi-square results only show whether the distribution of responses 
conform to the hypothesized distribution (SPSS, Version 10.0). Although the Chi-
square results indicate whether there is a concentration of responses on specific 
response options, they do not reflect where the responses are concentrated. For 
example, although the results of the question about having students combine 
sound and images to be able to better remember what they hear (Part II, 8) were 
found to be significant on one-way Chi-square test, most of the participants 
indicated practicing this strategy never or rarely.  
Results of Respondents’ Current Listening Strategy Practices 
To analyze respondents’ current practices, data were clustered into 
different groups in search of patterns of practice. More specifically, listening 
strategy instructional practices, which were reported to be incorporated into 
teaching by more than half of the participants in any combination of two of the 
response options (e.g., always/often, sometimes/often, never/rarely, 
rarely/sometimes) were identified. When the total percentage of two response 
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options was less than 50%, but the largest two-response-option combined 
percentage, that percentage was reported separately. 
Integration of memory strategies into listening instruction. Results of 
memory strategies reveal that most of the memory strategies are integrated into 
teaching by the participants. Strategies represented in Questions 2 and 3 were the 
most frequently employed memory strategies. Asking students to produce their 
own sentences using the new words they hear (Question 2) and asking students to 
associate what they hear with the information they already possess (Question 3) 
were reported to be integrated into instruction by more than 60% of the 
participants sometimes or often.  
The low Chi-square results for Questions 1, 10, and 20 show that 
participants do not have a consensus over the integration of these strategies 
namely, encouraging students to classify what they hear into meaningful groups 
(Question 1), asking students to create a mental image of the new words they hear 
(Question 10), and asking students to brainstorm and draw diagrams of concepts 
before listening (Question 20). It can also be seen in Table 4.10 that more than 
half of the participants sometimes or often integrate these strategies into 
instruction whereas the other half of the participants reported employing these 
strategies never, rarely, or always. 
 The least frequently employed memory strategies were represented by 
Questions 8 and 33. Having students combine sounds and images to be able to 
better remember what they hear (Question 8) and asking students to act out what 
they hear (Question 33) were reported to be employed never or rarely by more 
than half of the participants. Therefore, it can be concluded that the results 
  76 
showed problems related to the integration of 5 of 7 memory strategies into 
instruction. Participants’ reported integration of memory strategies into listening 
instruction is presented in Table 4.10. 
Table 4.10 
 
Participants’ Reported Integration of Memory Strategies into Instruction 
 
Questions Never Rarely Sometimes Often Always χ² 
Q.1 2 31 34 36 21 31,565** 
 2% 25% 27% 29% 17%  
Q.2 3 23 42 37 18 39.398** 
 2% 18% 34% 30% 14%  
Q.3 6 18 36 45 19 38.984** 
 5% 14% 29% 36% 15%  
Q.8 31 54 22 12 3 63.000** 
 25% 43% 18% 10% 2%  
Q.10 17 26 40 27 11 20.116** 
 14% 21% 32% 22% 9%  
Q.20 10 20 30 38 25 18.016** 
 8% 16% 24% 30% 20%  
Q.33 23 58 33 6 4 78.984** 
 18% 46% 26% 5% 3%  
 
Note: Percentages rounded off. 
 
Q.1. I encourage my students to classify what they hear into meaningful groups (e.g., create 
semantic maps) while or after they listen to the text. 
Q.2. I ask my students to produce their own sentences using the new words they hear. 
Q.3. I ask my students to associate what they hear with the information they already possess 
(e.g., student hears the word “billboard” and associates it with “board” and infers 
meaning). 
Q.8. I have my students combine sounds and images to be able to better remember what they 
hear (e.g., student hears bull and imagines a runaway bull the owner is trying to find 
(bulmak in Turkish)). 
Q.10 I ask my students to create a mental image of the new words they hear (e.g., student hears 
“tax shelter” and imagines a house sheltering some money inside). 
Q.20. I ask my students to brainstorm and draw diagrams of concepts before listening. 
Q.33. I ask my students to act out what they hear. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
Integration of cognitive strategies into listening instruction. The analysis 
of cognitive strategies revealed several categories, namely those which were 
integrated into teaching by the majority of participants into teaching always/often 
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or sometimes/often. This group represents those strategies that are integrated into 
teaching frequently. On the other hand, the cognitive strategies that were 
integrated into instruction by more than 50% of the participants never or rarely 
were identified as less frequently taught strategies. Similarly, the strategies with 
60% or more responses as rarely or sometimes were also identified as less 
frequently employed strategies due to the high rate of rarely responses. 
 Five cognitive strategies were reported to be employed always or often by 
more than 60% of the participants. These frequently employed strategies include 
the following: 
• having students answer comprehension questions after they listen 
(Question 16) 
• assigning tasks to students that involve them in the listening activity 
(Question 24) 
• teaching students how to take notes (Question 27) 
• having students listen to understand the main idea (Question 31) 
• having students listen for specific information (Question 35) 
The analysis of cognitive strategies revealed another set of results. It was 
found that more than 60% of the participants reported integrating 7 cognitive 
strategies into instruction sometimes or often. These strategies include the 
following: 
• having students practice sounds (Question 4) 
• having students listen to a text more than once (Question 5) 
• teaching students to recognize some patterns and formulas as whole 
chunks (Question 6) 
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• using listening materials that include completely authentic language 
(Question 22) 
• having students listen and answer multiple-choice questions (Question 
26) 
• having students summarize what they have heard (Question 41) 
• adapting the level of listening tasks when necessary (Question 43) 
Apart from these groups of strategies that were found to be integrated into 
listening instruction always, often, or sometimes, data analysis revealed another 
group of strategies, which include the less frequently employed strategies. Three 
cognitive strategies were integrated into instruction by more than 50% of the 
participants never or rarely. These less frequently employed strategies include the 
following: 
• having students translate what they hear (Question 12) 
• having students listen and write down most of what they hear 
(Question 13) 
• repeating the listening text by slightly changing it (Question 47) 
Yet another category of responses was present in the results. This fourth 
category consisted of strategies reported by 60% (or more) of the participants as 
being integrated rarely or sometimes (i.e., Questions 29, 32, and 45) into listening 
instruction. The presence of rarely responses in this set indicates a more negative 
orientation toward the integration of these strategies into instruction. These 
strategies include the following: 
• employing role-plays, dramas, and games in listening lessons 
(Question 29) 
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• bringing extra visual materials to the class for listening lessons 
(Question 32) 
• doing dictation activities in listening lessons (Question 45) 
In brief, results revealed a lack of attention to one third of cognitive strategies by 
the participants. The results of the analysis of cognitive strategies can be found in 
Table 4.11. 
Table 4.11 
Participants’ Reported Integration of Cognitive Strategies into Instruction 
 
Questions Never Rarely Sometimes Often Always χ² 
Q.4 7 25 42 37 12 37.610** 
 6% 20% 34% 30% 10%  
Q.5 1 6 42 34 36 59.697** 
 1% 5% 34% 27% 29%  
Q.6 4 11 25 58 24 70.705** 
 3% 9% 20% 46% 17%  
Q.12 45 41 31 4  33.810** 
 36% 33% 25% 3%   
Q.13 32 37 39 10 4 43.164** 
 26% 30% 31% 8% 3%  
Q.16 1 1 11 60 52 132.080** 
 1% 1% 9% 48% 42%  
Q.22 4 16 44 51 9 73.177** 
 3% 13% 3% 41% 7%  
Q.24 7 8 26 28 56 63.360** 
 6% 6% 21% 22% 45%  
Q.26 5 14 58 34 11 77.262** 
 4% 11% 46% 27% 9%  
Q.27  8 14 46 51 48.294** 
  6% 11% 37% 41%  
Q.29 14 46 34 17 12 36.081** 
 11% 37% 27% 14% 10%  
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Table 4.11 (cont’d) 
Questions Never Rarely Sometimes Often Always χ² 
Q.31  2 14 52 56 70.839** 
  2% 11% 42% 45%  
Q.32 6 35 42 22 19 32.048** 
 5% 28% 34% 18% 15%  
Q.35  1 19 71 31 86.656** 
  1% 15% 57% 25%  
Q.41  5 58 38 22 49.911** 
  4% 46% 30% 18%  
Q.43 4 12 41 40 23 45.417** 
 3% 10% 33% 32% 18%  
Q.45 12 35 50 17 8 51.033** 
 10% 28% 40% 14% 6%  
Q.47 38 34 36 5 6 47.261** 
 30% 27% 29% 4% 5%  
 
Note: Percentages rounded off. 
 
Q.4. I have my students practice sounds (pronunciation and intonation). 
Q.5. I have my students listen to a text more than once. 
Q.6. I teach my students to recognize some patterns and formulas as whole chunks, such as 
“how are you”. 
Q.12. I have my students translate what they hear. 
Q.13. I have my students listen and write down most of what they hear. 
Q.16.  I have my students answer comprehension questions after they listen. 
Q.22. I use listening materials that include completely authentic language. 
Q.24. I assign tasks to my students (e.g., checking off choices, marking a diagram, note-taking, 
or drawing) that involve them in the listening activity. 
Q.26.   I have my students listen and answer multiple-choice questions. 
Q.27. I teach my students how to take notes. 
Q.29. I employ role-plays, drama, and games in listening lessons. 
Q.31. I have my students listen to understand the main idea. 
Q.32. I bring extra visual materials, such as pictures or real objects to the class for listening 
lessons. 
Q.35. I have my students listen for specific information. 
Q.41. I have my students summarize what they have heard. 
Q.43. I adapt the level of listening tasks when necessary. 
Q.45. I do dictation activities in listening lessons. 
Q.47. I repeat the listening text by slightly changing it. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
Integration of compensation strategies into listening instruction. Results 
revealed that five compensation strategies are integrated into instruction 
frequently by participants. The analysis showed that there are not any strategies 
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that fall into the never or rarely spectrum of responses. As a result of the data 
analysis, two patterns of integration of compensation strategies into listening 
instruction were identified. The first group involves the strategies that were 
reported to be sometimes or often integrated into listening instruction by more 
than 60% of the participants. These strategies include the following:  
• stopping the tape and asking students to guess what is coming next of 
(Question 17) 
• highlighting transitions (Question 21) 
The other group of strategies were reported to be integrated into listening 
instruction often or always by more than half of the participants. These strategies 
include the following: 
• teaching students different techniques for guessing the meanings of 
unknown words (Question 23) 
• having students lectures or part of lectures (Question 39) 
• asking students questions about the topic of the lesson before they 
listen to the text (Question 40). 
The results of the analysis of compensation strategies are shown in Table 4.12. 
Table 4.12 
Participants’ Reported Integration of Compensation Strategies into Instruction 
 
Questions Never Rarely Sometimes Often Always χ² 
Q.17 2 10 45 54 14 84.640** 
 2% 8% 36% 43% 11%  
Q.21 5 15 33 44 27 37.452** 
 4% 12% 26% 35% 22%  
Q.23  3 25 51 43 44.689** 
  2% 20% 41% 34%  
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Table 4.12 (cont’d) 
Questions Never Rarely Sometimes Often Always χ² 
Q.39 10 12 27 32 42 29.886** 
 8% 10% 22% 26% 34%  
Q.40  1 3 38 82 139.806** 
  1% 2% 30% 66%  
 
Note: Percentages rounded off. 
 
Q.17.  I stop the tape and ask my students to guess what is coming next. 
Q.21. I highlight transitions (e.g., first, then, lastly) in listening texts. 
Q.23.  I teach my students different techniques for guessing the meanings of unknown words. 
Q.39. I have my students listen to lectures or parts of lectures. 
Q.40. I ask my students questions about the topic of the lesson before they listen to the text. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
 
Integration of metacognitive strategies into listening instruction. Eight of 
eleven metacognitive strategies were frequently integrated into listening 
instruction by the participants. Six of these eight frequently employed 
metacognitive strategies were reported to be integrated into teaching often or 
always by more than 60% of the participants (Questions 7, 28, 30, 31, 35, 46) 
whereas two of them were integrated sometimes or often by more than half of the 
participants (Questions 18 and 19). These eight frequently employed strategies 
include the following: 
• teaching related vocabulary before listening (Question 7) 
• encouraging students to set goals and objectives for listening (Question 
28) 
• encouraging students to practice listening outside of class (Question 
30) 
• having students listen to understand the main idea (Question 31) 
• having students listen for specific information (Question 35) 
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• explaining one’s reason(s) for assigning certain listening tasks before 
students listen (Question 46) 
• reviewing vocabulary  related to the listening passage that students 
already know (Question 18) 
• showing students how they can check their understanding while 
listening (Question 19) 
Unlike these eight frequently integrated metacognitive strategies, three 
metacognitive strategies were integrated into teaching never or rarely by 50%-
61% of the participants. These less frequently employed strategies include the 
following: 
• encouraging students to keep diaries, checklists, or notebooks for 
measuring progress in listening (Question 11) 
• telling students the correct answers directly after listening exercises 
(Question 34) 
• helping students to develop weekly schedules for listening practice 
(Question 42) 
The results of the analysis of metacognitive strategies are shown in Table 4.13. 
Table 4.13 
Participants’ Reported Integration of Metacognitive Strategies into Instruction 
 
Questions Never Rarely Sometimes Often Always χ² 
Q.7 2 4 24 50 39 74.992** 
 2% 3% 19% 40% 31%  
Q.11 44 31 22 15 12 27.210** 
 35% 25% 18% 12% 10%  
Q.18 2 15 40 44 22 49.724** 
 2% 12% 32% 35% 18%  
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Table 4.13 (cont’d) 
 
Questions Never Rarely Sometimes Often Always χ² 
Q.19 4 16 37 36 24 33.128** 
 3% 13% 30% 29% 19%  
Q.28 1 11 29 41 42 53.742** 
 1% 9% 23% 33% 34%  
Q.30 3 5 13 39 64 110.677** 
 2% 4% 10% 31% 51%  
Q.31  2 14 52 56 70.839** 
  2% 11% 42% 45%  
Q.34 41 21 30 23 10 21.040** 
 33% 17% 24% 18% 8%  
Q.35  1 19 71 31 86.656** 
  1% 15% 57% 25%  
Q.42 38 39 25 15 6 33.545** 
 30% 31% 20% 12% 5%  
Q.46 4 5 31 40 41 55.983** 
 3% 4% 25% 32% 33%  
 
Note: Percentages rounded off. 
 
Q.7. I teach related vocabulary before listening. 
Q.11. I encourage my students to keep diaries, checklists, or notebooks for measuring progress 
in listening. 
Q.18. I review vocabulary related to the listening passage that my students already know. 
Q.19. I show my students how they can check their understanding while listening. 
Q.28. I encourage my students to set goals and objectives for listening. 
Q.30. I encourage students to practice listening outside of class. 
Q.31. I have my students listen to understand the main idea. 
Q.34. I tell students the correct answers directly after listening exercises. 
Q.35. I have my students listen for specific information. 
Q.42. I help my students to develop weekly schedules for listening practice. 
Q.46. I explain my reason(s) for assigning certain listening tasks before students listen. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
Integration of affective strategies into listening instruction. Two of the 
three affective strategies, namely encouraging students to be positive about 
listening classes (Question 9) and taking to students about their listening problems 
(Question 44), were reported to be integrated into listening instruction often or 
always by more than 60% of the participants. One strategy, teaching students 
techniques of lowering their anxiety when listening (Question 37), was found to 
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be employed sometimes or often by more than half of the participants. The results 
of the analysis of affective strategies are shown in Table 4.14. 
Table 4.14 
Participants’ Reported Integration of Affective Strategies into Instruction 
 
Questions Never Rarely Sometimes Often Always χ² 
Q.9  3 13 39 69 84.387** 
  2% 10% 31% 55%  
Q.37 5 23 37 31 29 24.000** 
 4% 18% 30% 25% 23%  
Q.44  4 33 42 41 31.667** 
  3% 26% 34% 33%  
 
Note: Percentages rounded off. 
 
Q.9. I encourage my students to be positive about listening classes. 
Q.37. I teach students techniques of lowering their anxiety when listening. 
Q.44. I talk to my students about their listening problems. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
Integration of social strategies into listening instruction. Three of six 
social strategies (Questions 14, 15, 38) were reported to be integrated into 
listening instruction either sometimes-often, or often-always by at least half of the 
participants. These strategies include the following: 
• teaching students how to request clarification or verification in social 
interactions (Question 14) 
• encouraging students to become aware of others’ thoughts and feelings 
(Question 15) 
• telling students to listen to speakers very carefully and observe their 
attitudes at the same time (Question 38) 
 However, the other three strategies were reported to be integrated into listening 
instruction rarely or sometimes by more than 60% of the participants. The high 
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percentages of rarely responses represent a more negative orientation toward the 
integration of these strategies into instruction. These strategies include the 
following: 
• trying to teach the target culture in listening lessons (Question 25) 
• employing role-plays, dramas, and games in listening lessons 
(Question 29) 
• employing jigsaw listening activities in class (Question 36) 
It can be concluded that half of the social strategies are integrated into listening 
instruction frequently whereas the other half are not. The results of the analysis of 
social strategies are shown in Table 4.15. 
Table 4.15 
Participants’ Reported Integration of Social Strategies into Instruction 
 
Questions Never Rarely Sometimes Often Always χ² 
Q.14 2 17 36 53 15 64.927** 
 2% 14% 29% 42% 12%  
Q.15  14 27 50 32 21.683** 
  11% 22% 40% 26%  
Q.25 3 31 51 27 11 56.715** 
 2% 25% 41% 22% 9%  
Q.29 14 46 34 17 12 36.081** 
 11% 37% 27% 14% 10%  
Q.36 20 37 43 16 5 40.116** 
 16% 30% 34% 13% 4%  
Q.38 13 21 32 30 29 10.000* 
 10% 17% 26% 24% 23%  
 
Note: Percentages rounded off. 
 
Q.14. I teach my students how to request clarification or verification in social interactions. 
Q.15. I encourage my students to become aware of others’ thoughts and feelings. 
Q.25. I try to teach the target culture in listening lessons. 
Q.29. I employ role-plays, drama, and games in listening lessons. 
Q.36. I employ jigsaw listening activities in class. 
Q.38. I tell my students to listen to speakers very carefully and observe their attitudes at the same time 
(whenever they can see the speakers). 
 
χ²= Chi-square 
*p<.05   ** p<.01 
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Results of Respondents’ Listening-Strategy Perceptions 
To analyze respondents’ listening strategy perceptions, data were clustered 
into different groups in search of patterns of practice. More specifically, listening 
strategy perceptions were analyzed in two categories. The researcher examined 
the data whether the majority of responses were not useful/slightly useful or 
useful/very useful. If the majority of responses did not fall into one of these two 
categories but a different one, like slightly useful/useful it was mentioned 
separately. 
The results of the analysis of participants’ listening-strategy perceptions 
revealed that most of the listening strategies are perceived as useful by the 
participants. To analyze the data, the researcher examined the results in terms of 
whether the majority of the responses were useful/very useful or slightly useful/not 
useful. Then, the resulting categories, if any, were identified. 
Perceived Usefulness of Memory Strategies. Results of perceived 
usefulness of memory strategies revealed that participants perceive most of the 
memory strategies as useful for their students. Only one strategy, namely having 
students combine sounds and images to be able to better remember what they hear 
(Question 8), was reported to be perceived slightly useful or not useful by more 
than half of the participants. In addition, asking students to act out what they hear 
(Question 33) was reported to be found slightly useful or not useful by at least 
40% of the participants. The other six memory strategies were reported to be 
useful or very useful by more than half of the participants. The results of the 
analysis of participants’ perceptions of the usefulness of memory strategies are 
shown in Table 4.16. 
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Table 4.16 
Participants’ Perceptions of the Usefulness of Memory Strategies 
 
Questions Not useful Slightly 
useful 
Useful Very useful χ² 
Q.1  13 66 39 35.712** 
  10% 53% 31%  
Q.2 2 13 49 54 68.102** 
 2% 10% 39% 43%  
Q.3  20 53 47 15.450** 
  16% 42% 38%  
Q.8 17 48 44 12 33.479** 
 14% 38% 35% 10%  
Q.10 9 23 60 29 45.975** 
 7% 18% 48% 23%  
Q.20 6 22 46 47 39.165** 
 5% 18% 37% 38%  
Q.33 11 40 51 18 34.867** 
 9% 32% 41% 14%  
 
Note: Percentages rounded off. 
 
Q.1. I encourage my students to classify what they hear into meaningful groups (e.g., create 
semantic maps) while or after they listen to the text. 
Q.2. I ask my students to produce their own sentences using the new words they hear. 
Q.3. I ask my students to associate what they hear with the information they already possess 
(e.g., student hears the word “billboard” and associates it with “board” and infers 
meaning). 
Q.8. I have my students combine sounds and images to be able to better remember what they 
hear (e.g., student hears bull and imagines a runaway bull the owner is trying to find 
(bulmak in Turkish)). 
Q.10 I ask my students to create a mental image of the new words they hear (e.g., student 
hears “tax shelter” and imagines a house sheltering some money inside). 
Q.20. I ask my students to brainstorm and draw diagrams of concepts before listening. 
Q.33. I ask my students to act out what they hear. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
Perceived usefulness of cognitive strategies. The results of the analysis of 
perceived usefulness of cognitive strategies revealed that most of the cognitive 
strategies are perceived as useful for students by the majority of participants. Only 
three of eighteen cognitive strategies were perceived as slightly useful or not 
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useful by more than half of the participants. These three strategies include the 
following: 
• having students translate what they hear (Question 12) 
• having students listen and write down most of what they hear 
(Question 13) 
• repeating the text by slightly changing it (Question 47) 
The results of the analysis of participants’ perceptions of the usefulness of 
cognitive strategies are shown in Table 4.17. 
Table 4.17 
Participants’ Perceptions of the Usefulness of Cognitive Strategies 
 
Questions Not useful Slightly 
useful 
Useful Very useful χ² 
Q.4 6 18 64 34 62.000** 
 5% 14% 51% 27%  
Q.5 2 11 64 41 82.068** 
 2% 9% 51% 33%  
Q.6 3 10 51 56 74.867** 
 2% 8% 41% 45%  
Q.12 30 56 25 4 47.678** 
 24% 45% 20% 3%  
Q.13 36 36 37 11 16.067** 
 29% 29% 30% 9%  
Q.16  5 55 64 48.887** 
  4% 44% 51%  
Q.22 2 20 55 47 57.871** 
 2% 16% 44% 38%  
Q.24 5 8 39 71 93.293** 
 4% 6% 31% 57%  
Q.26 8 19 73 20 85.133** 
 6% 15% 58% 16%  
Q.27  6 41 72 54.975** 
  5% 33% 58%  
Q.29 5 37 48 32 32.820** 
 4% 30% 38% 26%  
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Table 4.17 (cont’d) 
Questions Not useful Slightly 
useful 
Useful Very useful χ² 
Q.31  2 44 77 68.927** 
  2% 35% 62%  
Q.32 2 24 62 34 60.951** 
 2% 19% 50% 27%  
Q.35  6 68 46 49.400** 
  5% 54% 37%  
Q.41  8 68 45 45.438** 
  6% 54% 36%  
Q.43 3 7 73 34 106.692** 
 2% 6% 58% 27%  
Q.45 10 25 68 16 69.403** 
 8% 20% 54% 13%  
Q.47 15 48 38 10 35.775** 
 12% 38% 30% 8%  
 
Note: Percentages rounded off. 
 
Q.4. I have my students practice sounds (pronunciation and intonation). 
Q.5. I have my students listen to a text more than once. 
Q.6. I teach my students to recognize some patterns and formulas as whole chunks, such as 
“how are you”. 
Q.12. I have my students translate what they hear. 
Q.13. I have my students listen and write down most of what they hear. 
Q.16.  I have my students answer comprehension questions after they listen. 
Q.22. I use listening materials that include completely authentic language. 
Q.24. I assign tasks to my students (e.g., checking off choices, marking a diagram, note-taking, 
or drawing) that involve them in the listening activity. 
Q.26.   I have my students listen and answer multiple-choice questions. 
Q.27. I teach my students how to take notes. 
Q.29. I employ role-plays, drama, and games in listening lessons. 
Q.31. I have my students listen to understand the main idea. 
Q.32. I bring extra visual materials, such as pictures or real objects to the class for listening 
lessons. 
Q.35. I have my students listen for specific information. 
Q.41. I have my students summarize what they have heard. 
Q.43. I adapt the level of listening tasks when necessary. 
Q.45. I do dictation activities in listening lessons. 
Q.47. I repeat the listening text by slightly changing it. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
Perceived usefulness of compensation strategies. The results of the 
analysis of participants’ perceptions of the perceived usefulness of compensation 
strategies revealed that all of the compensation strategies were perceived as useful 
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or very useful by more than 80% of the participants. The results of the analysis of 
perceived usefulness of compensation strategies are shown in Table 4.18. 
Table 4.18 
Participants’ Perceptions of the Usefulness of Compensation Strategies 
 
Questions Not useful Slightly 
useful 
Useful Very useful χ² 
Q.17 2 12 60 50 77.548** 
 2% 10% 48% 40%  
Q.21 2 19 48 52 56.620** 
 2% 15% 38% 42%  
Q.23  4 36 82 75.607** 
  3% 29% 66%  
Q.39 3 8 48 62 84.653** 
 2% 6% 38% 50%  
Q.40  2 32 88 93.705** 
  2% 26% 70%  
 
Note: Percentages rounded off. 
 
Q.17.  I stop the tape and ask my students to guess what is coming next. 
Q.21. I highlight transitions (e.g., first, then, lastly) in listening texts. 
Q.23.  I teach my students different techniques for guessing the meanings of unknown words. 
Q.39. I have my students listen to lectures or parts of lectures. 
Q.40. I ask my students questions about the topic of the lesson before they listen to the text. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
 
Perceived usefulness of metacognitive strategies. The results of the 
analysis of perceived usefulness of metacognitive strategies revealed that most of 
the metacognitive strategies were perceived as useful or very useful by more than 
half of the participants. Only one metacognitive strategy, namely telling students 
the correct answers directly after listening exercises (Question 34), was perceived 
as slightly useful or not useful by more than half of the participants. Almost 40% 
of the participants perceive helping their students to develop weekly schedules for 
listening practice (Question 42) as slightly useful or not useful. The results of the 
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analysis of perceived usefulness of metacognitive strategies are shown in Table 
4.19. 
Table 4.19 
Participants’ Perceptions of the Usefulness of Metacognitive Strategies 
 
Questions Not useful Slightly 
useful 
Useful Very useful χ² 
Q.7 1 9 51 54 79.748** 
 1% 7% 41% 43%  
Q.11 17 21 57 24 34.109** 
 14% 17% 46% 19%  
Q.18 2 14 67 40 81.520** 
 2% 11% 54% 32%  
Q.19  9 67 40 43.569** 
  7% 54% 32%  
Q.28  9 50 62 38.298** 
  7% 40% 50%  
Q.30 2 6 31 85 141.355** 
 2% 5% 25% 68%  
Q.31  2 44 77 68.927** 
  2% 35% 62%  
Q.34 44 26 38 14 17.410** 
 35% 21% 30% 11%  
Q.35  6 68 46 49.400** 
  5% 54% 37%  
Q.42 16 32 43 22 14.894** 
 13% 26% 34% 18%  
Q.46 1 9 48 60 84.915** 
 1% 7% 38% 48%  
 
Note: Percentages rounded off. 
 
Q.7. I teach related vocabulary before listening. 
Q.11. I encourage my students to keep diaries, checklists, or notebooks for measuring progress in 
listening. 
Q.18. I review vocabulary related to the listening passage that my students already know. 
Q.19. I show my students how they can check their understanding while listening. 
Q.28. I encourage my students to set goals and objectives for listening. 
Q.30. I encourage students to practice listening outside of class. 
Q.31. I have my students listen to understand the main idea. 
Q.34. I tell students the correct answers directly after listening exercises. 
Q.35. I have my students listen for specific information. 
Q.42. I help my students to develop weekly schedules for listening practice. 
Q.46. I explain my reason(s) for assigning certain listening tasks before students listen. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
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Perceived usefulness of affective strategies. The results of the analysis of 
perceived usefulness of affective strategies revealed that all of the affective 
strategies included in the questionnaire were perceived as useful or very useful by 
more than 85% of the participants (see Table 4.20).  
Table 4.20 
Participants’ Perceptions of the Usefulness of Affective Strategies 
 
Questions Not useful Slightly 
useful 
Useful Very useful χ² 
Q.9 1 12 45 65 84.967** 
 1% 10% 36% 52%  
Q.37  5 59 59 47.415** 
  4% 47% 47%  
Q.44  10 54 53 32.359** 
  8% 43% 42%  
 
Note: Percentages rounded off. 
 
Q.9. I encourage my students to be positive about listening classes. 
Q.37. I teach students techniques of lowering their anxiety when listening. 
Q.44. I talk to my students about their listening problems. 
 
χ²= Chi-square 
* p <.05   ** p<.01 
 
Perceived usefulness of social strategies. The results of the analysis of 
perceived usefulness of social strategies revealed that all of the social strategies 
are perceived as useful or very useful by more than 60% of the participants. The 
results of the analysis of perceived usefulness of social strategies are shown in 
Table 4.21. 
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Table 4.21 
Participants’ Perceptions of the Usefulness of Social Strategies 
 
Questions Not useful Slightly 
useful 
Useful Very useful χ² 
Q.14 2 13 69 39 86.919** 
 2% 10% 55% 31%  
Q.15 1 11 62 48 83.574** 
 1% 9% 49% 38%  
Q.25 8 38 55 21 41.082** 
 6% 30% 44% 17%  
Q.29 5 37 48 32 32.820** 
 4% 30% 38% 26%  
Q.36 4 32 58 20 54.561** 
 3% 26% 46% 16%  
Q.38 3 13 54 52 68.098** 
 2% 10% 43% 42%  
 
Note: Percentages rounded off. 
 
Q.14. I teach my students how to request clarification or verification in social interactions. 
Q.15. I encourage my students to become aware of others’ thoughts and feelings. 
Q.25. I try to teach the target culture in listening lessons. 
Q.29. I employ role-plays, drama, and games in listening lessons. 
Q.36. I employ jigsaw listening activities in class. 
Q.38. I tell my students to listen to speakers very carefully and observe their attitudes at the 
same time (whenever they can see the speakers). 
 
χ²= Chi-square 
*p<.05   ** p<.01s 
 
Participants’ Reported Difficulties with Listening Comprehension Lessons 
The third part of the questionnaire (with 11 questions) aimed to discover 
the difficulties that participants face in listening comprehension lessons. For every 
item in Part III of the questionnaire, frequencies and percentages were calculated. 
One-way Chi-square tests were computed to see whether the distribution of results 
among response options (namely strongly agree, agree, disagree, and strongly 
disagree) was significant. The results of all questionnaire items in Part III were 
highly significant or significant on the Chi-square tests. Therefore, once more we 
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need to scrutinize the results to be able to see whether the responses concentrate 
on positive or negative choices. 
As can be seen in Table 4.22, the vast majority of the participants (92%) 
strongly disagree or disagree with the statement that they find it difficult to speak 
English in class (Part III, 9). Slightly more than half of participants indicated that 
they disagree or strongly disagree that their students are bored in listening classes 
(Part III, 1), whereas approximately 43% of them indicated having problems 
regarding student boredom in listening lessons. The majority of the participants 
(approximately 59%) reported that their students find listening materials difficult 
(Part III, 2). Almost 66% of the participants do not perceive themselves as lacking 
confidence preparing listening materials by themselves (Part III, 3). More than 
half of the participants reported that they are dependent on ready-made listening 
materials (Part III, 4). Approximately 24% of the participants reported not having 
enough equipment for listening lessons (Part III, 5). Also, the majority of 
participants (almost 63%) indicated that they need a richer repertoire of listening 
activities (Part III, 6). Almost 60% of the participants indicated that they do not 
need in-service training for teaching listening strategies (Part III, 7). The majority 
of the participants (almost 83%) reported not having any difficulties establishing a 
purpose for listening activities (Part III, 8) and almost 80% reported not having 
any difficulties about adapting tasks (Part III, 10). Only 23% of the participants 
indicated that the listening materials that they use are not authentic (Part III, 11). 
The results of the analysis of the questions in Part III of the questionnaire are 
presented in Table 4.22. 
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Table 4.22 
Participants’ Reported Difficulties with Listening Comprehension Lessons 
 
Questions 
(Part III) 
Strongly 
Disagree 
Disagree Agree Strongly 
Agree 
χ² 
Q.1 8 60 46 7 71,694** 
 6% 48% 37% 6%  
Q.2 2 47 70 4 108,837** 
 2% 38% 56% 3%  
Q.3 27 55 35 5 42,066** 
 22% 44% 28% 4%  
Q.4 16 41 48 18 25,455** 
 13% 33% 38% 14%  
Q.5 47 46 23 7 36,447** 
 38% 37% 18% 6%  
Q.6 13 32 52 26 25,715** 
 10% 26% 42% 21%  
Q.7 11 64 35 12 61,148** 
 9% 51% 28% 10%  
Q.8 36 68 13 5 78,459** 
 29% 54% 10% 4%  
Q.9 83 33 4 3 137,260** 
 66% 26% 3% 2%  
Q.10 32 67 19 3 73,479** 
 26% 54% 15% 2%  
Q.11 21 71 26 3 82,868** 
 17% 57% 21% 2%  
 
Note: Percentages rounded off. 
 
Q.1. My students are bored in listening classes. 
Q.2. My students find the listening materials difficult. 
Q.3. I feel unconfident preparing listening materials by myself. 
Q.4. I am dependent on ready-made materials. 
Q.5. I do not have enough equipment (e.g., tape-recorders or videos). 
Q.6. I need to have a richer repertoire of listening activities. 
Q.7. I need in-service training for teaching listening strategies. 
Q.8. I find it difficult to establish a purpose for listening activities. 
Q.9. I find it difficult to speak English in class. 
Q.10. I find it difficult to adapt listening tasks. 
Q.11. The listening materials that I use are not authentic. 
 
χ²= Chi-square 
*p<.05   ** p<.01 
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Conclusion 
This chapter has presented the findings of the analysis of data obtained from 
questionnaires about the participants’ background information, teachers' practices 
and perceptions regarding listening strategies, and their perceptions of the 
difficulties likely to arise in English listening comprehension lessons. The results 
reveal that compensation strategies and affective strategies are integrated into 
instruction frequently by the participants. The results showed a negative 
orientation among participants toward the integration of five of seven memory 
strategies into instruction. There were also problems related to the integration of 
one third of the cognitive strategies targeted for investigation and one fourth of 
the metacognitive strategies targeted for investigation into instruction by the 
participants. In addition, half of the social strategies are integrated into listening 
instruction frequently, whereas the other half is not.  
The results of the analysis of perceived usefulness of listening strategies 
showed that all of the compensation strategies and affective strategies were 
perceived as useful or very useful by more than 80% of the participants. In 
addition, all of the social strategies are perceived as useful or very useful by more 
than 60% of the participants. The results of the analysis of perceived usefulness of 
memory strategies revealed that participants perceive most of the memory 
strategies as useful for their students. Only two of the memory strategy 
perceptions showed a problematic outcome. Results also revealed that most of the 
cognitive strategies are perceived as useful for students by the majority of 
participants. Only three of eighteen cognitive strategies were perceived as slightly 
useful or not useful by more than half of the participants. Metacognitive strategies 
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were also reported to be perceived as useful strategies by most of the participants. 
Only two metacognitive strategies were reported to be slightly/not useful by 
almost half or more than half of the participants.  
The results obtained regarding the difficulties likely to arise while teaching 
second language listening comprehension revealed that the majority of 
participants reported having difficulties related to student problems, listening 
comprehension materials, dependence on ready-made materials, and a need for a 
richer repertoire of listening activities. 
 In the next chapter, the findings of this study and implications for listening 
strategy instruction in EMUs in Turkey will be discussed. Chapter 5 will also 
reveal limitations of the study and directions for future research. 
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CHAPTER 5: CONCLUSION 
Summary of the Study 
This study investigated teachers' practices and perceptions regarding 
listening strategies, and perceptions of difficulties likely to arise in English 
listening comprehension lessons. One hundred and twenty-five English instructors 
working in the English-medium universities in Turkey participated in the study. 
For this study, a questionnaire was used as the data-collection device. The study 
aimed to find out the extent to which listening strategies are practiced and the 
extent to which the listening strategies are perceived as useful by the instructors. 
The study also explored the difficulties that arise in English listening 
comprehension lessons. The responses to the questionnaire were recorded and 
analyzed using quantitative data-analysis methods.  
Discussion of Background Information Findings 
The first part of the questionnaire aimed to solicit background information 
about the participants. The results of the background information part of the 
questionnaire showed that almost 90% of participants teach at intermediate, 
upper-intermediate, and advanced levels. Participants have varying years of 
teaching experience, with a majority of teachers who have teaching experience 
between 0-4 years or 5-8 years. About 87% of the participants indicated 
integrating listening comprehension with other skills in their classes. This result is 
highly consistent with the fact that for more naturalistic practice of listening, 
integrating it with other skills is necessary (Oxford, 1990). It may also be a result 
of the general tendency towards more communicative methodologies.  
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Most of the participants’ listening lessons depend on audio tapes. Video, 
which should be considered a powerful tool for listening comprehension because 
of the visual support it provides (Rubin, 1995), is also identified as a resource for 
teaching listening comprehension. However, the percentage of participants who 
indicated using video as a tool for teaching listening comprehension is only 34%. 
When the importance of visual clues for listening comprehension is considered, 
this percentage reveals low usage. Another interesting point is that 46% of the 
participants indicated using teacher-produced materials. This result is particularly 
interesting for an EFL context where most teachers are not native speakers. In 
EFL contexts, many non-native teachers of English do not feel confident to 
prepare listening materials even though they are competent enough to prepare 
their own materials (Ur, 1996). Yet this study reveals that many of the participants 
feel confident to prepare their own listening comprehension materials. Eighteen 
participants reported using other materials, though only eight of the participants 
mentioned who prepared the materials. Although the other materials reported by 
the participants cover a wide range of types (e.g., software, music, supplementary 
videos), they do not constitute an important part of listening materials. 
When the participants were asked to rank order the four skills in terms of 
their usefulness for their students (Part I, 5), the majority of them (54%) indicated 
reading as the most useful skill for their students. Writing is perceived to be the 
second most useful skill for the students by 40% of the participants. Forty four 
percent of the participants perceive listening as the third most useful skill for their 
students, only 9% of the participants perceive listening as the most important skill 
for their students whereas 24% of them perceive it to be the second most useful 
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skill for their students. The majority of participants (60%) perceive speaking as 
the least useful skill for their students. It is also interesting to note that the number 
of participants who perceive speaking as the most useful skill (17 participants) is 
more than those who perceive listening as the most important skill (11 
participants). Participants’ perceptions about reading, as the most important skill 
for English for Academic Purposes, is quite consistent with the literature (Grabe 
& Stoller, 2001). On the other hand, the ranking of listening as the third most 
useful or least useful skill by a majority of participants (61%) does not correlate 
with the literature that reveals that when we are concerned with English-medium 
universities, listening to lectures comprises a great deal of learning activity 
(Benson, 1994). 
Teachers’ self-assessed degree of familiarity with the concept of listening 
strategies (Part I, 6) shows that most instructors (81%) identified themselves as 
being either ‘very’ or ‘somewhat’ familiar with the concept of listening strategies. 
Very few participants (5%) identified themselves as being unfamiliar at all with 
the concept of listening strategies. The results show that most of the participants 
are familiar with the concept of listening strategies. 
In response to a request to list all familiar listening strategies, the most 
frequently mentioned strategies were note-taking, listening for the gist, listening 
for details, and predicting. Focusing on discourse markers, brainstorming, 
activating learners’ schemata, concentrating on pronunciation and intonation, and 
pre-teaching the target vocabulary were mentioned fairly frequently. Responses 
show that the participants are not as familiar with the concept of listening 
strategies as they had indicated. The participants are either very familiar with only 
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a few strategies and unfamiliar with large number of listening strategies or they 
are not aware of the fact that they employ many listening strategies in class. 
Another possibility is that the participants did not have enough time to write down 
a more extensive list, only listing those which came to their minds first. In regards 
to the usefulness of listening strategy training for their students (Question 8), over 
91% of the participants perceive listening strategy training, as opposed to listening 
itself, as very or somewhat useful for their students. This result is important since 
teachers’ opinions are known to have an effect on their practices (Richards, 1996).  
Discussion of Listening Strategy Practices Findings 
The second part of the questionnaire investigated participants’ current 
listening strategy practices and their perceptions of listening strategies. It was seen 
that participants integrated various listening strategies into instruction to various 
extents. The following discussion tries to explain the reasons for this variety. 
Results of participants’ reported practices associated with memory 
strategies revealed that most of the memory strategies targeted for investigation 
are integrated into teaching by the participants. Asking students to produce their 
own sentences using the new words they hear (Question 2) and asking students to 
associate what they hear with the information they already posses (Question 3) 
were the most frequently employed memory strategies. The reason why these two 
strategies are employed frequently might be because they represent activities 
which require students to use language in a meaningful way, revealing a 
commitment to communicative language teaching.  
The participants did not reach a consensus about instruction encouraging 
students to classify what they hear into meaningful groups (Question 1), asking 
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students to create a mental image of the new words they hear (Question 10), or 
asking students to brainstorm and draw diagrams of concepts before listening 
(Question 20). The reasons for this variety of responses might stem from the 
nature of the activities. For example, asking students to create a mental image of 
the new words and drawing diagrams of concepts might be considered a time-
consuming activity for a heavy academic English curriculum. In addition, 
classifying what is heard into meaningful groups might have been associated with 
the broader notion of note taking. 
The least frequently employed memory strategies were having students 
combine sounds and images to be able to better remember what they hear 
(Question 8) and asking students to act out what they hear (Question 33). The 
reason for this less frequent integration might again stem from the time-
consuming nature of these activities.  
The analysis of the results of reported practices associated with cognitive 
strategies revealed that 12 of 18 cognitive strategies were reported to be 
frequently integrated into listening instruction by the participants. These 
frequently employed strategies include the following: 
• having students answer comprehension questions after they listen 
(Question 16) 
• assigning tasks to students that involve them in the listening activity 
(Question 24) 
• teaching students how to take notes (Question 27) 
• having students listen to understand the main idea (Question 31) 
• having students listen for specific information (Question 35) 
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• having students practice sounds (Question 4) 
• having students listen to a text more than once (Question 5) 
• teaching students to recognize some patterns and formulas as whole 
chunks (Question 6) 
• using listening materials that include completely authentic language 
(Question 22) 
• having students listen and answer multiple-choice questions (Question 
26) 
• having students summarize what they have heard (Question 41) 
• adapting the level of listening tasks when necessary (Question 43) 
There may be several reasons for the frequent employment of these 
cognitive strategies. The reason might stem from the fact that they emerge 
naturally in listening activities. These include having students listen for specific 
information, the main idea, and separate sounds. Teaching students to recognize 
patterns and formulas would also be included in this group. The most probable 
reason for the frequent usage of having students listen and answer multiple-choice 
and comprehension questions might be the obligation to prepare the students for 
the end-of-term exams, which generally include both forms of questions. These 
“standard” kinds of exercises might be present, to a large extent, in the listening 
materials, which are obligatory to use in most institutions. Using completely 
authentic language may also be linked to the fact that the participants, indeed, do 
not have much initiative to adapt the listening materials they use. Having students 
summarize what is heard and teaching how to take notes are requirements of an 
EAP curriculum. Having students listen to a text more than once might be 
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considered as an effective remedy for the students’ listening difficulties. It is also 
an easy way to provide the students with extensive listening practice. Adapting 
the level of listening tasks also helps alleviate student difficulties. Assigning tasks 
to students may also be an outcome of the required materials, whereas it might 
also result from the efforts to make instruction more meaningful. 
Apart from these frequently employed cognitive strategies, three cognitive 
strategies were reported to be never or rarely integrated into instruction by more 
than half of the participants. These less frequently employed strategies include the 
following: 
• having students translate what they hear (Question 12) 
• having students listen and write down most of what they hear 
(Question 13) 
• repeating the listening text by slightly changing it (Question 47) 
As is quite well known, translation has its own pitfalls for students (Oxford, 
1990). However, the real reason for participants’ infrequent employment of 
translation as a strategy might be the fact that in most Turkish EMUs teachers are 
prohibited from using translation in any of their classes. It is understandable to see 
“having students write down most of what they hear” among the less commonly 
taught strategies because it does not reflect a common real-life task (Oxford, 
1990). Although students generally try to write down every word of what they 
hear, teachers should try to teach them to focus on necessary information by 
employing various dictation and note-taking activities (Oxford, 1990). Repeating 
the listening text by slightly changing it may not be popular among the 
participants since it means spending extra time and effort for teachers. 
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Three other cognitive strategies were also reported to be rarely or 
sometimes integrated into teaching by the majority of the participants. These 
strategies include the following: 
• employing role-plays, dramas, and games in listening lessons 
(Question 29) 
• bringing extra visual materials to the class for listening lessons 
(Question 32) 
• doing dictation activities in listening lessons (Question 45) 
Once again, employing role-plays, dramas, and games might not be possible 
because of time constraints in academic curricula. Furthermore both employing 
extracurricular role-plays, dramas, and games and bringing extra visual materials 
to the class might not be allowed by program administrations. Even if they are 
allowed, teachers might not have the extra time to prepare these activities and 
materials. Doing dictation activities, on the other hand, has recently been 
considered trivial because it is seen as an activity which belongs to the grammar-
translation method.  
Results revealed that compensation strategies are integrated into 
instruction quite frequently by the participants. These strategies, all of which are 
frequently employed, include the following: 
• stopping the tape and asking students to guess what is coming next of 
(Question 17) 
• highlighting transitions (Question 21) 
• teaching students different techniques for guessing the meanings of 
unknown words (Question 23) 
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• having students lectures or part of lectures (Question 39) 
• asking students questions about the topic of the lesson before they 
listen to the text (Question 40) 
There is no surprise that compensation strategies are employed highly frequently 
because it is difficult to prepare students for lectures in English in only one year. 
To compensate for their weaknesses, students would probably employ 
compensation strategies more than any other strategy. In this vein, teachers might 
pay more attention to compensation strategies since they firmly believe in the 
effectiveness of these strategies. 
Eight of eleven metacognitive strategies were frequently integrated into 
listening instruction by the participants. These eight frequently employed 
strategies include the following: 
• teaching related vocabulary before listening (Question 7) 
• encouraging students to set goals and objectives for listening (Question 
28) 
• encouraging students to practice listening outside of class (Question 
30) 
• having students listen to understand the main idea (Question 31) 
• having students listen for specific information (Question 35) 
• explaining one’s reason(s) for assigning certain listening tasks before 
students listen (Question 46) 
These frequently employed metacognitive strategies are fairly standard and easy 
to do in the classroom. 
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Three metacognitive strategies were integrated into teaching never or 
rarely by almost half or more of the participants. These less frequently employed 
strategies include the following: 
• encouraging students to keep diaries, checklists, or notebooks for 
measuring progress in listening (Question 11) 
• telling students the correct answers directly after listening exercises 
(Question 34) 
• helping students to develop weekly schedules for listening practice 
(Question 42) 
The reasons for the unpopularity of these strategies might include the need for 
extra work, beyond regular teaching responsibilities.  
Data reveal that affective strategies are integrated into instruction to a 
great extent by the participants. These affective strategies include the following: 
• encouraging students to be positive about listening classes (Question 
9) 
• talking to students about their listening problems (Question 44) 
• teaching students techniques of lowering their anxiety when listening 
(Question 37)  
The frequent integration of affective strategies into instruction may be due to the 
fact that they are easy to employ; most are naturally employed by students most of 
the time. 
Half of social strategies were reported to be frequently integrated into 
listening instruction. These strategies include the following: 
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• teaching students how to request clarification or verification in social 
interactions (Question 14) 
• encouraging students to become aware of others’ thoughts and feelings 
(Question 15) 
• telling students to listen to speakers very carefully and observe their 
attitudes at the same time (Question 38) 
However, the other half of social strategies was reported to be less frequently 
integrated into listening instruction. These strategies include: 
• trying to teach the target culture in listening lessons (Question 25) 
• employing role-plays, dramas, and games in listening lessons 
(Question 29) 
• employing jigsaw listening activities in class (Question 36) 
When we consider the social strategies, which are frequently and less frequently 
taught, the most prominent difference seems to be the ease of doing certain 
activities. For instance, teaching the target culture may require some adjustments 
in the available materials. It also requires knowledge and experience which some 
EFL teachers may not have. In addition, employing role-plays, dramas, and games 
and jigsaw listening activities may necessitate extra teacher preparation time and 
extra time in class. Another reason might be the absence of these kinds of 
activities in current listening materials. 
Discussion of Perceived Usefulness Findings 
Results of perceived usefulness of memory strategies revealed that 
participants perceive most of the memory strategies as useful for their students. 
The strategies which were reported to be perceived less useful in comparison to 
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others were having students combine sounds and images to be able to better 
remember what they hear (Question 8) and asking students to act out what they 
hear (Question 33). Having students combine sounds and images may require 
more of a personal choice or effort whereas asking students to act out what they 
hear is, on its own, not a common task. 
Results of participants’ perceptions of usefulness of cognitive strategies 
revealed that most of the cognitive strategies are perceived as useful for students 
by the majority of participants. Only three of eighteen cognitive strategies were 
perceived as slightly useful or not useful by more than half of the participants. 
These three strategies include the following: 
• having  students translate what they hear (Question 12) 
• having students listen and write down most of what they hear 
(Question 13) 
• repeating the text by slightly changing it (Question 47) 
It is understandable that the first two strategies were not perceived as useful since 
they have pitfalls for students and do not represent common real-life tasks. On the 
other hand, repeating the text by slightly changing it might provide students with 
valuable practice.  However, it takes a lot of time and effort on behalf of the 
teachers. 
The results of the analysis of perceived usefulness of compensation 
strategies revealed that all of the compensation strategies were perceived as useful 
or very useful by more than 80% of the participants. As mentioned while reporting 
the results of compensation strategy practices, in EMUs, where students need to 
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be prepared for English-medium instruction in one-year, it is quite understandable 
that participants perceive these strategies highly useful for their students. 
The results of the analysis of perceived usefulness of metacognitive 
strategies revealed that only two of the metacognitive strategies were perceived as 
less than useful for students by the participants. These strategies include the 
following: 
• telling students the correct answers directly after listening exercises 
(Question 34) 
• helping their students to develop weekly schedules for listening 
practice (Question 42) 
Telling correct answers directly after a certain listening exercise might create an 
exam-like atmosphere rather than a classroom lesson. Also, teachers might want 
the students to find out the correct answers themselves. Helping students to 
prepare weekly schedules for listening practice might be considered extra work 
for students and teachers alike. 
The results of the analysis of perceived usefulness of affective strategies 
revealed that all of the affective strategies were perceived as useful or very useful 
by more than 85% of the participants. These strategies are both easy to employ 
and they are employed by the students naturally most of the time. 
Results of perceived usefulness of social strategies revealed that all of the 
social strategies are perceived as useful by the majority of participants. As 
mentioned above, half of the strategies were less frequently integrated into 
listening instruction. These three strategies, which are less frequently integrated 
  112 
into listening instruction although they are perceived to be useful for students, 
include the following: 
• trying to teach the target culture in listening lessons (Question 25) 
• employing role-plays, dramas, and games in listening lessons 
(Question 29) 
• employing jigsaw listening activities in class (Question 36) 
These strategies may be less frequently taught because they may require some 
adjustments in the available materials. Or they may require teachers to spend extra 
time and effort both on the preparation of these activities and the incorporation of 
these activities into the classroom. Another reason might be the lack of these 
kinds of activities in current listening materials. The fact that these strategies are 
perceived useful but not employed frequently may be explained by their plausible 
absence in current materials and their possible prohibition by language program 
administrations.  
Discussion of Findings about Difficulties that Listening Teachers Face 
The third part of the questionnaire aimed to discover the difficulties that 
participants face in listening comprehension lessons. The majority of participants 
(almost 93%), even though they are non-native teachers of English, do not report 
having any difficulty speaking English in class. This result is consistent with Ur 
(1996) who mentions that most non-native teachers of English are fairly 
competent in modeling real-life spoken English. However, Ur adds that many 
non-native teachers do not feel confident to speak English in class. They think 
their speech does not reflect the features of real-life spoken English.  
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The majority of the participants (approximately 60%) reported that their 
students find listening materials difficult (Part III, 2); and 53% reported that they 
are dependent on ready-made listening materials (Part III, 4). On the other hand, 
almost 66% of the participants do not perceive themselves as being unconfident 
preparing listening materials by themselves (Part III, 3). Therefore, the results 
revealed that participants are both dependent on ready-made materials but 
confident to prepare listening materials by themselves. One reason for this 
contradiction may be that the teachers prefer to bring taped-materials to the 
classroom instead of preparing new listening materials for classroom use. Time 
considerations and rigidly endorsed course syllabi may represent other plausible 
reasons for this discrepancy. In Turkey, many programs have materials-
development teams, virtually taking this potential responsibility away from 
individual teachers. 
The majority of participants (almost 62%) reported that they need to have 
a richer repertoire of listening activities (Part III, 6) but do not need in-service 
training on listening strategies (Part III, 7). These views may reflect the belief that 
most strategies are embedded in discrete activities and that in-service training is a 
too long and tiring task for adding more activities to one’s repertoire.  
Slightly more than half of participants indicated that they disagree or 
strongly disagree that their students are bored in listening classes (Part III, 1), 
whereas approximately 42% of them indicated having problems regarding student 
boredom in listening lessons. Indeed, this result may also be an extension of the 
need for a richer repertoire of listening activities. That is to say, student boredom 
may be a result of a narrow range of repeated activities. 
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Results of the analysis of the question on having enough listening 
equipment showed that approximately 24% of the participants do not have enough 
equipment for listening lessons (Part III, 5). This result is unfortunate because 
listening comprehension should be an important skill objective in EMUs (Benson, 
1994).  
The majority of the participants (almost 82%) reported not having any 
difficulties establishing a purpose for listening activities (Part III, 8) and almost 
80% reported not having any difficulties about adapting tasks (Part III, 10). Only 
23% of the participants indicated that the listening materials that they use are not 
authentic (Part III, 11). These results reveal that do not face a lot of problems with 
the establishment of purpose for listening, adaptation of listening tasks, or 
authenticity of listening materials. Establishing a purpose for listening might be 
included as a part of pre-listening activities that are available in the mandatory 
materials the participants use. Participants’ comments on authenticity and task 
adaptation might vary along a wide spectrum ranging from simple to complex. 
Thus, for instance, even having students listen to the same text more than once 
might be considered as adapting the listening task. 
Limitations of the Study 
This study investigated teachers' practices and perceptions regarding 
listening strategies, and participants’ perceptions of difficulties likely to arise in 
English listening comprehension lessons. The participants were English 
instructors working in preparatory departments of EMUs in Turkey. Although it is 
possible to get a general picture of the present situation of listening strategy 
instruction and the difficulties likely to arise in listening comprehension lessons, 
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the results of the study cannot be generalized to other universities in Turkey, 
namely to those which are Turkish-medium or mixed-medium.  
The study only employed a questionnaire as a data-collection device. 
Thus, data consisted solely of teachers’ reported practices and perceptions. The 
study was limited because participants’ reports were not confirmed by any other 
forms of data collection (e.g., observations or interviews). In addition, there was 
insufficient time to test the reliability and validity of the questionnaire. 
Implications 
This study surveyed the extent to which listening strategies are taught in 
English-medium universities in Turkey, the extent to which listening strategies 
were perceived to be useful by English instructors working in Turkish EMUs, and 
the difficulties the participant English instructors encounter in listening 
comprehension lessons. One hundred and twenty five instructors from nine 
Turkish EMUs participated in the study.  
As revealed by the results, although many participants indicated being 
familiar with listening strategies, most of them do not integrate at least one-third 
of targeted listening strategies into instruction. This might be a reflection of a lack 
of theoretical knowledge about listening strategy instruction or a lack of 
familiarity with knowing how to teach certain listening strategies. It is also 
possible that they do not consider the strategies as useful for their students. Yet, 
the strategies that were both less frequently integrated into instruction and 
perceived as less useful include only the following strategies: 
• having students combine sounds and images 
• having students translate what is heard 
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• having students write down most of what is heard 
• repeating the listening text by slightly changing it 
• telling students the correct answers directly after listening exercises 
• helping students to develop weekly schedules for listening practice  
Apart from having students translate and write down most of what is 
heard, all of the other strategies, which were neither employed frequently nor 
perceived as useful by the participants, are mentioned as useful strategies for the 
students in the literature. Furthermore, the results reveal that participants 
commonly employ listening practices that contain a lot of caveats, such as using 
completely authentic language and having students listen and answer multiple-
choice questions. These results show that participants also hold some beliefs about 
certain listening practices. Therefore, program administrators and teacher trainers 
should recognize that there is an obvious need for listening strategy instruction 
training. Participants could benefit from being trained on the listening strategies, 
which they do not employ commonly.  
Another category that appeared in the data analysis includes the strategies 
which were integrated into listening instruction less frequently although they were 
perceived as useful. These strategies include the following: 
• encouraging students to classify what they hear into meaningful groups 
• asking students to act out what they hear  
• employing role-plays, dramas, and games in listening lessons 
• bringing extra visual materials to the class 
• doing dictation activities  
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• encouraging students to keep diaries, checklists, or notebooks for 
measuring progress in listening 
•  trying to teach the target culture in listening lessons 
• employing jigsaw activities  
Participants are correct in perceiving these strategies as useful for their students 
since these strategies are all mentioned as useful in the literature (Oxford, 1990). 
On the other hand, it is a dilemma why they do not integrate these strategies into 
listening instruction frequently despite the fact that they perceive these strategies 
as useful for their students. The reason might be the obligation teachers have to 
integrate mandated materials that do not include the listening strategies. 
The findings also revealed that all of the targeted compensation strategies 
and affective strategies were both integrated into listening instruction frequently 
and they were also perceived as useful for students by the participants. On the 
other hand, only half of the social strategies were integrated into instruction by 
participants. Also, some of memory, metacognitive, and cognitive strategies were 
found to be less frequently integrated into instruction. As mentioned by 
Mendelsohn (1995), strategy-based instruction should be considered as a whole 
rather than in discrete pieces. Therefore, increasing teachers’ awareness about 
these missing strategies may only be possible by providing them with thorough 
strategy-based listening instruction training. 
The results showed that the teachers encounter some difficulties when 
teaching listening comprehension. The participants mentioned the need for a 
richer repertoire of listening activities. They might think that more listening 
activities will solve their problem. However, without a good theoretical 
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foundation, expanding the repertoire of activities would not make much change in 
the current situation. Thus, teacher trainers in ELT programs may want to 
incorporate units about listening strategies into their teacher training courses. Or 
language program administrators might organize in-service training that focus on 
needed theoretical foundations. 
The majority of the participants reported that their students find the 
listening materials difficult and that the participants are dependent on ready-made 
listening materials. On the other hand, the majority of participants do not perceive 
themselves as being unconfident preparing listening materials by themselves. 
Therefore, the results of these two items seems to be contradictory; participants 
are both dependent on ready-made materials but confident to prepare listening 
materials by themselves. One reason for this pseudo contradiction may be that the 
teachers refer to bringing various taped-materials to the classroom instead of 
preparing listening materials. It might also be a result of the fact that the 
instructors do not prepare listening materials themselves because of the extra 
effort and time they need to put in it.  
It is also interesting to note that the participants indicated not having 
difficulties in adapting listening tasks. In this case, they might be able to find a 
solution to the problem that their students find the listening materials difficult 
since the difficulty of tasks rather than texts should be adapted (Field, 2002). This 
result also revealed that the participants indeed do not have control over the 
materials and they are actually dependent on ready-made materials. Because the 
participants have problems related to materials and activities, program 
administrators and teacher trainers should provide teachers with a richer repertoire 
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of listening activities and with solutions to overcome the problems of their 
dependency on ready-made materials. To overcome the problem of dependency 
on ready-made materials, teachers should consider using their own speech and 
peer speech as a way of providing exposure to second language listening. 
The problem that students find the listening materials difficult may also be 
overcome by a richer repertoire of listening activities, by having a thorough 
control over the materials (e.g., adapting the level of tasks and texts), and by 
teaching listening strategies. 
Suggestions for Further Research 
The importance of listening for EAP students suggests the need for further 
studies. It is necessary to investigate teachers' practices and perceptions regarding 
listening strategies, and perceptions of difficulties likely to arise in English 
listening comprehension lessons in other universities of Turkey, particularly those 
which are not English medium and mixed-medium. The results of such studies 
could be compared and a more general picture of listening strategy instruction in 
Turkey could be obtained. The same study could also be expanded to include a 
wider variety of data-collection devices. For instance, interviews would be 
particularly useful to find out whether the participants interpreted some of the 
questionnaire items in different ways. In the same vein, classroom observations 
would be useful to investigate whether the participants actually use the strategies 
that they report using in their teaching. It is also necessary to find out the 
perceptions of other parties like students, program administrators and 
coordinators, curriculum developers, materials developers, and teacher trainers 
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concerning the same questions. This could be accomplished by changing the 
questionnaire slightly. 
In addition, the contradictory points (e.g., indicators of use of teacher-
produced materials and dependence on ready-made materials, perceptions of 
listening as not useful contrasting with perceptions of listening strategies as useful 
for students) need to be explored in detail to obtain a broader knowledge base. 
There is a need for further investigation into the reasons for the fact that 
particular listening strategies are less commonly integrated into instruction. Also, 
future research might compare the situation of listening strategy instruction before 
and after providing training on listening strategy instruction to the participants. 
Conclusion  
This research study investigated teachers' practices and perceptions 
regarding listening strategies, and their perceptions of difficulties likely to arise in 
English listening comprehension lessons. The study revealed that teachers 
generally employ at least two-thirds of listening strategies mentioned in the 
literature in the classroom. On the other hand, there are some commonly 
mentioned strategies that are not regularly employed. Most notable are a lack of 
emphasis on social and cognitive strategies. Some of the metacognitive and 
memory strategies were also less frequently integrated into listening instruction. 
There is a need to increase the teachers’ awareness of these strategies. It would 
also be better to provide teachers with more complete training on listening 
strategy instruction.  
The results of the study revealed that the participants believe that their 
students find the listening materials difficult; the participants are dependent on 
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ready-made listening materials; and they need to have a richer repertoire of 
listening activities. Therefore, the participants have problems related to materials 
and activities. Program administrators and teacher trainers should provide the 
teacher with a richer repertoire of listening activities and with solutions to 
overcome the problems of dependency on ready-made materials.  
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APPENDIX A 
TEACHER QUESTIONNAIRE 
MA TEFL Program 
Bilkent University  
      Ankara 06800 
      March 24, 2003 
 
Dear Friends, 
I am currently enrolled in the MA TEFL Program at Bilkent University. I am 
conducting a study on teachers’ perceptions of listening strategies and listening-strategy 
training in English-medium universities (EMU) in Turkey. 
The aim of the study is to find out how English teachers working in Turkish EMUs 
perceive listening strategies and the extent to which listening strategies are taught in these 
universities. It is hoped that insights gained about the status of listening-strategy instruction in 
Turkish EMUs will lead to improvements in our instructional practices, for the benefit of our 
students, in the future. 
 I would appreciate your participation in this study. All I ask is that you complete this 
three-part questionnaire and hand it to your department secretary. I am requesting that you not 
include your name so that I can maintain strict confidentiality and complete anonymity 
throughout the data collection and reporting stages of my study. I will assume that your 
completion of the questionnaire grants permission to use the data given for my study and any 
report derived from it. 
If you have any questions, please do not hesitate to contact me or my thesis advisor. 
Thank you in advance for your help and cooperation. I will be collecting completed 
questionnaires on Wednesday, April 9, 2003. 
 
 
 
 
Sema Yükselci 
MA TEFL Student 
Bilkent University, Ankara 
E-mail: semay@bilkent.edu.tr 
Tel: 0 312 432 36 78 
Assoc. Prof. Fredricka L. Stoller 
Director and Thesis Advisor 
MA TEFL Program 
Bilkent University, Ankara 
E-mail: stoller@bilkent.edu.tr 
Tel: 0 312 290 27 46 
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PART I: BACKGROUND INFORMATION 
Please answer the questions below. Indicate your answers with a tick (?). 
1. This academic year, I am teaching listening to students who are at the following level. 
(Please check only one response. Check the level that you either teach most or the one that 
you understand the best.): 
___ beginning       ___ intermediate       ___ upper-intermediate        ___ advanced 
    
2. How many years have you taught English? 
   ___ 0-4 years       ___ 5-8 years       ___ 9-12 years      ___ 13 or more years 
 
3. Are you currently teaching listening as a discrete skill or integrated with other skills?  
   ___As a discrete skill ___Integrated with other skills 
 
4. What kinds of listening materials are you using this academic term? (Check all that apply.) 
   ___ Textbook with audio tapes and videos 
   ___ Textbook without audio tapes and videos 
   ___ Textbook with audiotape only 
   ___ Textbook with video only 
   ___ Teacher-produced materials 
   ___ Other (Please specify):  
 
5.  Please rank order the skills below in terms of their usefulness for your students this 
academic year. 
 
1 = Most useful; 2 = Second most useful; 3 = Third most useful; 4 = Least useful 
   ___Writing  ___Reading  ___Listening  ___Speaking 
 
6. How familiar are you with the concept of listening strategies?  
   ___Very familiar ___Somewhat familiar    ___Slightly familiar     ___Not at all 
 
7. If you are very, somewhat, or slightly familiar with listening-strategies, please name all of 
the strategies that you can think of? 
 
 
 
 
8. How useful do you think listening strategy training is for your students? 
___Very useful   ___Somewhat useful   ___Slightly useful   ___Not useful   ___Do not know 
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PART II. PRACTICES AND PERCEPTIONS OF LISTENING STRATEGIES 
Please read each statement while considering your listening lessons. Respond to each statement in 
two ways. First, focus on your actual/current practices and then focus on your perceptions of the 
usefulness of those practices. (Tick (?) one response in each part.) Please respond in relation to 
the student level you have indicated in Question-1 of PART I. 
 
CURRENT PRACTICES: 5 - Always, 4 - Often, 3- Sometimes, 2 - Rarely, 1 - Never 
PERCEIVED USEFULNESS: A - Very Useful, B - Useful, C - Slightly Useful, D - Not Useful 
 
No Items I 
Current Practices 
 II 
Perceived 
Usefulness 
  5 4 3 2 1  A B C D 
  
A
lw
ay
s  
O
fte
n 
So
m
et
im
es
 
R
ar
el
y 
N
ev
er
 
V
er
y 
us
ef
ul
 
U
se
fu
l 
Sl
ig
ht
ly
 
us
ef
ul
 
N
ot
 u
se
fu
l 
1. I encourage my students to classify what they hear 
into meaningful groups (e.g., create semantic 
maps). 
          
2. I ask my students to produce their own sentences 
using the new words they hear. 
          
3. I ask my students to associate what they hear with 
the information they already possess (e.g., student 
hears the word “billboard” and associates it with 
“board” and infers meaning). 
          
4. I have my students practice sounds (pronunciation 
and intonation). 
          
5. I have my students listen to a text more than once.           
6. I teach my students to recognize some patterns and 
formulas as whole chunks, such as “how are you”. 
          
7. I teach related vocabulary before listening.           
8. I have my students combine sounds and images to 
be able to better remember what they hear (e.g., 
student hears bull and imagines a runaway bull the 
owner is trying to find (bulmak in Turkish)). 
          
9. I encourage my students to be positive about 
listening classes. 
          
10. I ask my students to create a mental image of the 
new words they hear (e.g., student hears “tax 
shelter” and imagines a house sheltering some 
money inside). 
          
11. I encourage my students to keep diaries, checklists, 
or notebooks for measuring progress in listening. 
          
12. I have my students translate what they hear.           
13. I have my students listen and write down most of 
what they hear. 
          
14. I teach my students how to request clarification or 
verification in social interactions. 
          
15. I encourage my students to become aware of 
others’ thoughts and feelings. 
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No Items I 
Current Practices 
 II 
Perceived 
Usefulness 
  5 4 3 2 1  A B C D 
  
A
lw
ay
s  
O
fte
n 
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m
et
im
es
 
R
ar
el
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N
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er
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l 
16.  I have my students answer comprehension 
questions after they listen. 
          
17.  I stop the tape and ask my students to guess what is 
coming next. 
          
18. I review vocabulary related to the listening passage 
that my students already know. 
          
19. I show my students how they can check their 
understanding while listening. 
          
20. I ask my students to brainstorm and draw diagrams 
of concepts before listening. 
          
21. I highlight transitions (e.g., first, then, lastly) in 
listening texts. 
          
22. I use listening materials that include completely 
authentic language. 
          
23.  I teach my students different techniques for 
guessing the meanings of unknown words. 
          
24. I assign tasks to my students (e.g., checking off 
choices, marking a diagram, note-taking, or 
drawing) that involve them in the listening activity. 
          
25. I try to teach the target culture in listening lessons.           
26.   I have my students listen and answer multiple-
choice questions. 
          
27. I teach my students how to take notes.           
28. I encourage my students to set goals and objectives 
for listening. 
          
29. I employ role-plays, drama, and games in listening 
lessons. 
          
30. I encourage students to practice listening outside of 
class. 
          
31. I have my students listen to understand the main 
idea. 
          
32. I bring extra visual materials, such as pictures or 
real objects, to class for listening activities. 
          
33. I ask my students to act out what they hear.           
34. I tell students the correct answers directly after 
listening exercises. 
          
35. I have my students listen for specific information.           
36. I employ jigsaw listening activities in class.           
37. I teach students techniques to lower their anxiety 
when listening. 
          
38. I tell my students to listen to speakers very 
carefully and observe their behavior at the same 
time (whenever they can see the speakers). 
          
39. I have my students listen to lectures or parts of 
lectures. 
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No Items I 
Current Practices 
 II 
Perceived 
Usefulness 
  5 4 3 2 1  A B C D 
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40. I ask my students questions about the topic of the 
lesson before they listen to the text. 
          
41. I have my students summarize what they have 
heard. 
          
42. I help my students to develop weekly schedules for 
listening practice. 
          
43. I adapt the level of listening tasks when necessary.           
44. I talk to my students about their listening problems.           
45. I do dictation activities that require either word-for-
word note taking or writing down the main points. 
          
46. I explain my reason(s) for assigning certain 
listening tasks before students listen. 
          
47. I repeat the listening text by slightly changing it.           
 
PART III: POTENTIAL PROBLEMS IN THE LISTENING CLASSROOM 
Please read each statement while thinking about your listening lessons. To what extent do the 
statements represent a problem for you? Indicate your response with a tick (?). Please respond in 
relation to the student level you have indicated in Question-1 of PART I. 
 
No Item Strongly 
Agree 
Agree  Disagree  Strongly  
Disagree 
1. My students are bored in listening classes.     
2. My students find the listening materials difficult.     
3. I feel unconfident preparing listening materials by myself.     
4. I am dependent on ready-made materials.     
5. I do not have enough equipment (e.g., tape-recorders or videos).     
6. I need to have a richer repertoire of listening activities.     
7. I need in-service training for teaching listening strategies.     
8. I find it difficult to establish a purpose for listening activities.     
9. I find it difficult to speak English in class.     
10. I find it difficult to adapt listening tasks.     
11. The listening materials that I use are not authentic.     
 
Thank you for your help. 
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APPENDIX B 
E-MAIL SENT TO THE PROGRAM DIRECTORS SOLICITING 
PERMISSION 
 
Dear Sir or Madam 
 
My name is Sema Yükselci. I am currently enrolled in the MA TEFL Program at 
Bilkent University. I am conducting a study for my MA thesis about EFL teachers’ 
perceptions of listening comprehension strategy use. Since listening comprehension is 
one of the most important, and unfortunately most difficult, skills for students who 
attend English-medium universities, teaching effective listening strategies to students 
is of the utmost importance. In response to this importance of listening strategy 
instruction, it is essential that instructors be very well acquainted with listening 
strategies and listening strategy instruction. Your university is known for its 
commitment to a real English-medium education. Thus, your instructors’ participation 
in this study will add credence to my study. 
 
For the data-collection stage of my study, I will be sending out a questionnaire to 
English instructors working in the preparatory English departments of English-
medium universities in Turkey. The questionnaire is brief and will not take more than 
15 minutes for instructors to complete. I am attaching a copy of my questionnaire. 
Anonymity is guaranteed for all participants. I am willing to share the results of the 
overall study with participating schools. I am hoping that your program and other 
preparation programs in Turkey will benefit from my study in positive ways. The 
results of the study will allow your department to see a clear picture of the listening 
strategy instruction in its own program and comparable universities.  
 
I would be grateful if you would allow me to conduct my study with instructors in 
your department. Could you please e-mail me about the number of instructors teaching 
English listening comprehension, including those teaching listening in integrated skills 
classes. Please also include the most appropriate address to which I can send the 
questionnaires. I hope to hear from you on or before Monday, March 24, 2003, if that 
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is possible. As soon as I receive your e-mail, I will be sending the questionnaires to 
you and collecting the completed questionnaires as of Wednesday, April 9, 2003. 
Could your secretary coordinate the dissemination and collection of questionnaires? I 
will be enclosing a stamped envelope for your secretary to send back  completed 
questionnaires. 
 
Assoc. Prof. Fredricka L. Stoller, Director of Bilkent's MA TEFL program, is my 
thesis advisor. If you have any questions, please do not hesitate to contact me or my 
advisor.   
 
Thank you in advance for your cooperation and assistance. 
 
Sema Yükselci 
MA TEFL Student 
Bilkent University, Ankara 
E-mail: semay@bilkent.edu.tr 
Tel: 0 312 432 36 78 
 
Assoc. Prof. Fredricka L. Stoller 
Director and Thesis Advisor 
MA TEFL Program 
Bilkent University, Ankara 
E-mail: stoller@bilkent.edu.tr 
Tel: 0 312 290 27 46 
 
